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CHAPTER I
INTRODUCTION

In the Roosevelt Sr. High School the students
have demanded that a representative student committee
be given the power to set policy with regard to student
dress and appearance., The principal has responded
by setting up a student-faculty committee with equal
votes for each group, and has charged the committee
with coming up with a policy.

Conservative nmembers of the faculty are up in
arms. They think the powers of the faculty are be-
ing seriously and improperly curtailed. The principal
feels he has acted in good faith, in response to a
problem which neceded prompt atteution, thcreby avoide
ing a disruptive student strike. The faculty group
is saying that the principal is undermining teacher
authority. They are saying if decisions get made
around here under threat of disruption, perhaps the
teachers should strike.

If you were a teacher in this situation, wanting to improve the
olimate, what factors would you suggest should be examined? What further
data would be needed?

: Carolyn Mayo, teacher in the Riverside Elementary
School, read an article in one the professional
Journals today that reported soze interesting
research. Teachers had besn asked to indicate how
much influence on decisions adbout policy and prograns
in their school varfous individuals and groups have.
Then they were asked how much 4id they think the
varfoue individuale and groups should have. The
results looded like thist

- -
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Figure 1
TEACHERS®' PERCEPTIONS AND PREFERENCES
OF YARIOUS PERSONS' INFLUENCE
ON SCHOOL POLICY
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Furthermore, it was discovered that in schools whera
teachers were nost innovative, they perceived thea-
selves as having more influence on decisions than
teachers in less innovative schools.

Carolyn wondered if this relationship would be found samong the

Riverside faculty, She wondered how she night approach the principal
and the other teachers to find out,




The Social Committee of Case Jr. High School
has surveyed the faculty about their interest in ,
having a party. The slips that came¢ back made {t
clear that there were a variety of opinions! A
cluster of tecachers in the math department, who
get together socially quite a bit among themselves,
indicated they weren't interested in a school-
wide party. Several other teachers who are usually
somewhat isolated socially said they would not be
able to make it (even though a date had not been
indicated!) A number suggested that word be passed
around that after the party there would be a gang
at Weber's Supper Club where drinks could be obtained,

Some members of the cormittee interpreted the data in ways which
others believed were incorrect. The committee became concerned that a
little information might be misleading. How could they gather more
information which would clarify things? Would they be digging into
issues that were too sensitive? What would be an appropriate, con-
structive vay to proceed?

. The incidents described above illustrate at least three starting
pointa for faculty members to iavolve themselves in a process of improve
ing the professional climate within their school.

 These are:

1, Members of a staff disagree adbout hoﬁ to handle a pressing
problen, ‘

2, A staff'nenber wants to use research findings dbut doesn't know
how .

3+ Some peéaon or group within the staff is trying to improve staff
workigg relationships. The question is, "Where do we go fron
here?” i

Here are aeveral;other {llustrations of such starting points.

[}

I1lustrations of probviems facing a faculty which have implications for
the professional climate. :

==An energetic, liberal prineipal has encouraged his teachers to pursue
their intereat in developing & flexidle, modular schedule. The staff
has worked hard, seeking out schools to visit, descriptions of practice
to read, drainstorming of various alternatives, and working out the
details of an experimental plan for the following Septeadber. The
principal was takea adback ia Juné when he found on his desk a petition
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signed by about three-fourths of the faculty, requesting a thorough
review of the role of the administrator, with a view toward relieving
the teachers of such burdens as making out schedules, conducting
faculty meetings, balancing faculty loads, and preparing descriptive
materials.

~«A faculty which has had a history of collaborative working relation-
ships within the building, finds itself caught up in the current

- procedures for working through their teacher organization. The
contract negotiation process, with its emphasis on confrontation
and possible strike, the detalled spelling out of faculty respon-
sibilities and commitments, the setting up of channels for the
handling of grievances--all operate to set the administrator apart
and in opposition to the teaching staff. Some teachers are uncom-
fortable with this trend, but are at a loss to know what to do.

. ==Many teechers in an elemeantary school woald like to have more freedom
and support to try out new procedures and curriculum materials. They
are reluctant, however, to discuss their ideas with their principal,
not because they anticipate his opposition, but just because they
are unclear about whether it's the thing to do. They don't want
to burden the already very budy guy by suggesting new projects or
added expenses. They know he has good ideas about what the school
might do to improve and don't want to interfer with his priorities.
The principal, on the other hand, considers himgelf to be quite
open, and receptive to teacher suggestions. He is unaware of their
real feelings.

In many of these situations, there is no "right" or "wrong". Seen
from different perspectives, the prodlem takes on different dimensions.
Often the principal, the teachers, the parents, the students, all feel
they have legitimats concerns, but operate on inaccurate assumptions
about the concerns or values of other persons. This condition of "plurale
istic ignorance” doea not contribute to etfective problem solving, or
to good ataff nmorale.

The queation is, "How can we launch an honest inquiry into the
problemt How can the '‘obvious' assunptions being made about the other
persons dbe checked out? What steps can be taken to get data to clarify
the prodlea and to sarve as a bagse for planning izprovementa?

lustrations of findinge from current research which have implications
ib:_igproving the professional climate. o

«=The more influence staff members see themselves having, the more posi.
tively they regard ataff meetings.




==In most schools, teachers go to the principal to get help on such
matters as getting supplies, clarifying attendance procedures, and
disciplining students. They go to fellow teachers for help on
curriculum planning, classroon organization, and teaching metho-
dology.

-=Those teachers who have a sense that their own personal power and
the power incumbent in their role is influential in school decision-
naking processes more often are involved in professional innovating
and sharing.

=«Teachers who see their principal as exerting substantial upward
influence with the superintendent and minimal downward influence
on the local staff are most likely to innovate.

-=Most teachers would like to rearrange the system so that they
would have greater decision-making power along with their col-
leagues and their local principals.

==Teachers who feel influential in the school decislon-making processes
are less alienated from school.

=-When the principal and his staff perceive the school priorities
in much the same way, they are more likely to be able to collaborate
effectively. .

~=In tiose schools where the communication structure is more spread
or diffuse, and where almost everyone is linked to someone, teachers
innovate and share more than in schools with hierarchial or non-
diffuse structure,

The pool of such findings from research is large. They do, of course,
have to be "retrieved" or uncovered if they are to be of any help to
local school staff. Much more important, however, is the question of
relevance. "Is this true for us?" needs to be asked in every case.
"Would it be possible for us to gather some data about our staff and
our building to see if these findings hold for us?"

Tllustrations of situations in which limited data have been obtained
which may lead to next steps in improving the professional climate.

~-=A principal administered a "post meeting reaction" form (with no
names required) after the last faculty meeting. The data show
some impatience with the progress itade, and there were several
suggestions that there be fewer fasulty meetings.

~=The teacher who has been assigned responsivility for coordinat-
ing the proccdures for ordering supplies and keeping the supply
room in order interviewed each staff member. She found the lower
- elexentary teachers very irritated with the upper grade teachers.
In fact, they seemed quite hostile. ‘




~=During the Spring, a faculty committee worked on a plan for in-
service staff development for next year. The idea of & sensitivity
training laboratory experience for the entire staff one week before
~ school opened in the Fall was discussed and approved. The committee
was asked to make the arrangements. Whenthe lab actually got unders
way it was discovered that nearly half the teachers reported they
had not realized they had committed themselves to such a lab.
They didn't understand what it was, they resented having to take
an entire week for it, and questioned the advisability of making
the experience mandatory.

~~The turnover rate at the Frost Elemenuary School was 4/ per cent
this year. :

-=Teachers are not attending the P.T.A. meetings. Neither are
the parentsl!

Schools gather a good deal of information routinely and unobtrusively.
But it isn't always looked at carefully, or used effectively. Often there
are more questions raised by examining the data than there are solutions
indicated. In fact, the value of much information gathered within the
school may not be in indicating solutions but in indicating where to
ask additional questions or to gather more detailed information.

Organizationsl Climate
School people are becoming increasingly aware that their professional
work is done within an organizational and interpersonsl climate. The
climate is dependant upon such variable as:

+ communication patterns

+ norms about what's appropriate or
how things should be done

» role relationships and role ﬁerceptions
+ influence relationships |
+ rewards and sanctions

Productiveness and personal satisfaction indicate the quality of
the climate. In a good climate, work gets done and people feel good
about their relationships. If the climate is not good, there may be
low productivity, job dissatisfaction, alienation, lack of creativity,
complacency, conformity and frustration.

v
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One of the problems facing staff members who want to improve the
climate where they work is to move from identifying the symptons of a
poor climate to diagnosing some, of the reasons behind the symptoms.
This book is designed to help a staff move from ideatifying symptoms to
diagnosing the reasons behind them. It asks and tries to answer this.
question: What kinds of questions might be asked that would lead to
gathering the data necessary for diagnosis?

The following chapters pose some of these questions and offer
instruments (paper and pencil devices used to measure something) which
might be used to get data helpful in diagnosis. Ihile focusing pri~
marily on the instruments each chapter attempts to help the reader
visualize how the data might be organized for sharing with the faculty,
how luplications might be drawn from it, and how these implications
night be converted to several alternative courses of action.

The chapters deal with such questions as:

What's involved in the problem-solving (Chapter III)
process? :
Who's responsible for what? {Chapter IV)
What are our typical ways of doing (Crapter V)
things?

‘How do we use one another's resources? (Chapter VI)

In Chapter II you will read some concepts and theory about the
school as a social system. It is important to see the variables which
determine the climate of a school within the larger context of a school
viewed as a social system.

: "his book is desigited to serve as a specialized resources to the
principal, teacher, or staff committee engaged in improving the climate

within the school. It assumes that a problem-solving process is under-

way, that there has been involvement of staff in identifying and clarify-

ing the need to work together on improvement of the climate. You must

use the instruments described in the succeeding chapters with the col-

laboration of the people from whom data are gathered. They must know -

why they are supplying information, look forward to seeing what the

data show, and to being involved in exploring possible implications

for change. n

a]

Questions to get information relevant to the pa.rticula.r problem you
are working on in your school.
i
Each instrument is presented and described in only one of Chapters
IIX, IV, V, VI.i Howevar, a particular instrument may be useful in
gathering data about several problems discussed in different chapters.

0 ol
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Or the most helpful findings may come from comparing data obtained from
one instrument with those from another. The instruments are numbered,
and cross-references utilized to avoid the need for re-presenting in-
strunents. ‘

Twenty-five instruments are presented:

Ingtrument
No. i Title of Instrument Chapter
1 Problem Analysis Progranm IIX
2 Orgenizational Problem~Solving Scheme III
3 The Force Field Technique for
Diegnosing a Problem III
4 Self-Conception of Own Role Performance IV
5 Cognitive Structure of One's Role v
6-A Self-Conception of One's Role
(Teacher Form) v
6-8 Seif-Conception of One's Own Role
(Administrator Form) v
7 Influence v
8 Expectations for Others v
9 The Principal of This School v
10 céordinators end Specialists v
11 . Your Immediate Superior v
12 Estimates of How Others Perceive
Their Roles v
13 Task and Maintenance Functions Iv
1h Functions Performed by Group Members==
Observation Sheet Iv
15 . Do's and Don'ts v
16 My Ovn Position Regarding Do's and
Don'tss v

17 Our Typicsl Behavior ; v

e




18
19
20
21

23
2l
25
26

Meetings

Classroom Innovations

Have You Tried It?

What's New in Your Classroom?

Perceptions of the Classroom Innova-
tions of Others

Educational Goals
Personal Improvement Goals
Innovations in the School System

Parceptions of the School's Innova-
tiveness

VI

Vi

VI
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CHAPTER 1I
THE SCHOOL AS A SYSTEM

The school system can be conceived as a set of interacting sub-
systems all focused ultimately on the central objective--providing
e good learning enviromnment for the students. Oae way of looking at
these sub=-systems would be to arrange them as a series of concentric
cireles, each influencing most directly the sub-system immediately
adjacent to it, and being influenced in turn by these sub-systems.
The whole structure provides a "support system"--supporting the learn-
ing process.

Figure 3 details this support system. First focus is on the
learner as a person. The second sub-system is the classroom peer group
as a sub-culture of young learners. The third is composed of teachers,
teacher aides and others who are the direct workers with children in
creating learning experiences.

Other levels--the facully peer group, the principal, elements of
the larger school system--parent and lay citizen policy and advisory
.groups, as well as unorganized parents and citizens, and a wide variety
of outside resource persons and change agents--gall may be examined as
suv-systems which have influence on and arc being influenced by other
parts of the support systenm.

If the efforts of all who are engeged in providing a good learning
environment for students are to be directed toward the support of class~
room learning processes, it would be helpfitl to have a clear conceptual
model of the process. Elements of such a godel would include at least
the following: )

1. Learning through inquiry. Learning is an active, seeking
process. It occurs in the "here and now" even though it some-
~times deals with matters of the past or the future. The learner
needs an opportunity to raise questions born of his own curiosity.

He algo needs help in forming his questions into productive
inquizy projects.

2. Individuslization in learning. Individual differences in
children's rates of learning, readiness for specific learaning
experiences, and styles of learning range widely. On the one
hand, these differences can add to the zest of learning for the
entire cless by providirg a breadth of pupil resources and a
variety of interests and learaing goals. On the other hand,
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FIGUKE 3

THE SCHOOL SYSTEM AND ITS SUB-SYSTEMS
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differences challenge the teacher to provide a structure for
learning that permits learning activities to be planned and
paced appropriately for each learner.

3. Pupil purposes and the development of the self concept. Within
the model of good learning, pupils are encouraged to become
self-directing. They are helped to become ¢clear as to their
learning goals, Emphasis is placed on the developnent of
individual identity and on the formulation of & positive self-
concept.

4, Pupil involvement in curriculum plenning. The learner needs
to have purpose in learning. While the skillful teacher by
no means relinguishes responsibility for the basic design of
the curriculum and for providing direction in planning specific
learning experiences, he recognizes that learning is enhanced
when the pupil understands and accepts the learning goals and
is involved in planning how to reach then,

5. Use of » v.'“¢c variety of resources. The effective classroom
provides a great variely of learning resources. Different
pupils can make best use of different resources. Materials
emphasizing use of auditory, visual, and tactual senses can
each contribute added depth to & learning experience, Community
resources are increasingly available to school groups. First-
hand dats can often replace learning from secondary sources

. only.

6. Clarification of values. Value inquiry, leading to develop-
ment and clarification of the pupil's values and value system
is an essential element in the learning activities of the
¢classroom,

Figure 2 presents disgrammatically this model of the learning
environment, together with a sample of the direct influences which may
be brought to benr by some of the sub-systems as they interact with the
learner to create good learning experiences.

What are some of the questions which might be examined at each of

"these di fferent levels if one is interested in looking at the effective~

ness of the system or in evaluating efforts to bring about change in

the system? The following are some illustrative questions, matched with
selected generalizations from recent researph studies which have addressed
the problen: b r

Questions Leads from Research

At the level of the individual pupil as learner:

Does it matter if the child "Isolation from the teacher is greater

fesls his teacher likes him? when a pupil perceives himself as being
: disliked by his teacher than when he

thinks he is liked by the teacher.™ (4)
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FIGURE 2. A MODEL OF A GOOD LEARNING PROCESS
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Does it matter if the pupil
agrees with the teacher as to
what is appropriate classroom
behavior?

Does & pupil's percepuvion of

his status with peers make any

difference in his learning?

Do a pupil's perceptions of
his parents' attitudes toward
school affect his involvement
in learning activities?

Do the various inmportant
reference persons in a child's
life have any influence on his
school behavior?

«lle

“A lack of congruence bvetween the way
a pupil feels about classroom behaviors
(norms) and how he thinks the teacher
feels is accompanicd by a low level

of academic performance." (7)

"Pupils who perceive themselves as
holding low liking status among peers
are lower utilizers of their abilities
than pupils with higher perceived
status." (&) '

"Perceived liking status in the peer
group is related positively and
significantly to both attitude toward
gelf and attitude toward school." (&)

"Pupils who have positive attitudes
toward their class are higher utilizers
of their intelligence than those

who are less attracted to the class." (&)

"Indices for parental support of
school, self-esteem, and attitudes
towards. school show that pupils who
view thelr parents as supporting
school have higher self-esteem and

" more positive attitudes toward school

than pupils who view less parental

 support of school." (&)

"Perceived 'messages' from others
about how to behave at school relate
significantly to the socio-emotionally
handicapped child's positiveness in
relating with teachers and peers in
the classroom.” (5)

" At the level of classroom peer group functioning:

Do actual relatiénships be-
.tween children in the class-
‘room influence learning?

"Classroom peer groups distinguished
by more liking diffuseness exhibit
more positive group affect than groups
with more centrality." (&)

"Pupils with actual low liking status
are lower utilizers of their abilities
than pupils with higher actual liking
status." (%)
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"Agsociutions exist between actual
liking status and one's utilization
of abjilities, only for pupils with
high potency of involvement.in the
peer group.” (&)

"The attitude toward self of pupils
with high potency of involvement
in the peer group is more positive
as peer group structure increases
in diffuseness." (4)

Do peer groups in the classroom "In an average elementary school class,
establish norms which influence the majority of the pupils perceive
learning? that most of the other pupils are

against too active cooperation with
the teacher, are against being 'eager
beavers' sbout study and learning.
Nevertheless, the majority of the
group, in confidence, will indicate
a great desire to be more sactive,
to become more involved. Yet there

" is collusion to maintain mutual
ignorance." (6)

At the level of direct workers who create learning experiences:

Does teacher behavior directly "Mhe more & teacher likes a particular
influence the pupil's learning pupil, the less isolated he is from
- . experience? the teacher." (4)

ty
"A high level of isolation from the
teacher is accompanied by a high
level of dissatisfaction with the
teacher."” (4)

“"Pupils who are isolated from the
teacher have more negative attitudes
toward school than those who are not
isolated from the teacher.” (&)

"Satisfaction with the teacher is signi-
ficantly related to the utilization
of intelligence for girls at every
social status level.” (4)

9
"For both sexes combined, satisfaction
with the teacher and utilization are
associated when the effects of sociasl
class, parental support and peer .
status are held constant." (&)
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How directive should the teacher
be in creating learning exper-
iences for children? .

"Phe tcaching methods we have called
indirect produce more achievement . . .
Direct influence decreases learning
except when goels have initially

been clarified and made acceptable

by use of indirect influence.”" (7)

At _the level of those who influence the direct workers:

What actions of the principal
facilitate or inhibit the innow
vativeness of teachers?

At the level of influencers of the

"There 1s a high and significant

“eorrelation between the amount of

staff inventiveness, and the staff's
perception of the principal's support
for innovative teaching.” (1)

school system as an.organization:

What happens to innovations when
they are perceived by the teache
er to be imposed by central ad-
ministration, or from outside?

N

!
i

"If teachers believe they have influence,
they are likely to believe it is
worthwhile sharing information with
their colleagues.” (2)

"Peachars who are seen by their col-
leegues as influential, competent,

and enthusiastic about teaching,
innovate and share more than teachers
who are not perceived in this way." (2)

! h
The parts of this complex, support system do relate to each other,
and do, ultimately, have an effect on the quality of the learning opportunity
provided to the children and young people in the school.

This pamphlet focuses on the sub-systemg of "prineipal,” "faculty-
peer group,” and "direct workers with children,” because these sub-
systems have the most effect on the professional ~limate of a school
.. building.» Needless to say, parents and the P.T.A., supervisors and

central office ktaff, and the school board, also effect the professional
climate of the local school building. .

T vy -
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CHAPTER III
PROBLEM SOLVING TO IMPROVE YOUR SCHCOL

Suppose that a fellow teacher says to you, "There is much we need
to accomplish this year as a faculty, but our weekly faculty meetings
don't seem very productive, I think we should stop having them. Don't
you egree?" . :

You would need to ask many questions of this teacher to respond
helpfully., The situation may be coumpared to that of a patient who comes
to a doctor and says, "I have a terrible headache. Do you think I should
undergo brain surgeryt™ The doctor would insist upon a careful diagnostic
examination before even considering possible courses of astion to solve
the prodlen,

In both of these situations, there is danger of Jjumping from avare-
ness of a need to considering a plan of action and theredby ocaitting
important ateps in the prodlem-solving process.

- t

Major mués of Problem Solving

A problen-sdlving process can best bs thought of as a continuously
recurrirg series of steps to bring about desined changea. The following
major phases should be included:

1. Identifying the Prodlem, Prodbleas having to do with the profes-
sional olimate of the 8chool can usually be categorised under
two types: interpersonal and organizational. Interpersonal
probleas occur beitween several people and often involve a coaplex
set cof feelings ard relationships. Organisational issues, on
the other hand, occur detween roles and can gencrally be approached
by examining the expectations that persons hold for how certain
organitational pirrocedures should dbe carried out,

. € )

One needs to ask, "What kind of a prodblem is it? Who is causing stt
end Who is affected by 1t?" Interpersonal problems may keep staff
memders from effectively collaborating and working together. S8ocae
examples of such interpersonal problems are: a4 lack of clear communicas
tion betveen staff members which may result in a perpetual cycle of
aisreading and mistrust; a lack of openness betveen staff members which
1s revealed by a preponderance of hidden sgendas and gub-groups that
talk adout people who aren't present; or a lack of skill ie communicating

1 "

he 4
) v e s

) ;,
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which mey keep members from communicating their intentions successfully.
Interpersonal problems, in brief, involve the lack of a positive bond bvetween
people which helps them approach each other to accomplish the tasks that
need to be done.

Organizational problems, especially when they are of significant
magnitude, may also keep the school from achieving {its objectives. Some
examples are: a lack of participation and involvement in staff, committee,
and departmentel meetings; a failure of staff members to capitalize on
the skills and abilities of one another; a lack of role clarity; a lack
of cohesiveness or a 'we" feeling within the staff; or, a lack of supportive
norms, especially an absence of such shared expectations as authenticity
and openness.

2., Diasgnosing the Problem Situation. Once the problem has been
clearly stated in terms of goals to be attained in order to re-
solve it, one should identify the forces operating in the
situation which tend to push = toward a particular goal. The
strength of particular forces may be assessed and their relation
to other forces determined. As the true forces are identified,
it uften becomes clear that the goals which were first thought
to represent a solution are incorrect or insdequate ones.

New goals must be stated and new forces idencified repeatedly
a8 one works toward resolution of the problem. Diagnosis is
a continuous part of problem solving.

3. Considering Action Alternatives. As disgnositc work progresses,
a range of action alternatives should emerge. Each gshould be
considered in relation to knowledge of the forces operating in
the probleam situation. What are the particuler forces operating
for and against someone taking effective action steps? If one
or some combination of the alternatives is tried, what will
happen to the forces pushing toward or away from a particular
goal? Mow will the forces operate to influence the success or
failures of trying a particular scetion alternativae?

b, Trying Out an Action Plan. At some point, one or a combination
of the action alternatives will be attempted., As the atteapt
is made, information will be needed to assess whether there is
movement toward the goals. This would include discovering which
forces are changing and account for movement, o+ lack of it.
Such assessment provides both an evaluation of progress end &
nevw diagnosite pictare. It clarifies the next action steps which
need to be taken. It may also identify additional skills which
nay be needed in order to move ahead. Thie latter type of
information should be the basis of inservice training closely
related to any action prograa.
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5. Diffusion and Adaptation. Information gained from action
experience in dealing with a problem should be shared with others
who face similer problems. Information to be diffused should
include: a clear, specific statement of the problem; the
forces involved in the problem situation; a description of
action taken to change the forces; results of action including
failures as well as successes; special problems that were
encountered; and special skills that were needed to carry out
particular actions. These kinds of i.formation make it possible
for persons in another setting to adapt elements to diagnose
their problem situations,

Supporting the Problem-Solving Process

Two instruments have proven to be helpful in guiding staff members
through problem-solving sequences., The first, entitled Problem Analysis
Program is aimed at increasing one's understanding of interpersonal pro-
blems. It can be carried out in colladboration with several others.

The second, entitled Organizational Problem Solvi Scheme, has been
most widely used by staffs, committees, and departmental groups to
solve problems of an organizational nature.

INSTRUMENT # 1:]

PROBLEM ANALYSIS PROGRAM (P.A.P.)

This program has twenty steps and is generally prepared so that
each step 18 on a different sheet of paper. For purposes of pre-
sentation here, however, the twenty steps will ba shown, one right
after the other.

This program has been adapted by members of the NTL network with
pernigsion from a copyrighted program by Saul Eisen, 1966. %he
progrem, in many ways, is based on the work of Carl Rogers.

Step 1. How the Prodblen Analysis Program (P.A.P.! Works

- Seientific research and practical experience have shown
that people who successfully resolve problens typically go
through certain general stages of thinking. At each stage
they acquire a new, more useful way of looking at their
prodblem, which leads them to a better understanding of it
and helps to uncover new approaches to resolving it, ine
volving changes in their awareness, feelings, and behavior.

Step 2. This, then, is a systematic procedure for uaing your
ovn feelings and thinking as resources to understand and
resolve a prodblea you now have with another person, group,
or organization. The more important the prodlen is to you,
the more meaningful will be the learning you get froa this
procedure. Your following this procedure is prodably ine
dicative of a real decision by You to tackle the prodlea.
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The chances of arriving at a meaningful and lasting solu-
tion depend on your making this kind of decision now.

Step 3. How You Can Use This Program

The P.A.P. presents you with a serlies of questions
about the way you think about your problem. As you
answer these questions you will be following the thinking
process which results in a better way of icoking at your
problem., You will be going through the stages of effective
problem solving.

Step 4. In the following steps, you will be asked to write down
a simple statement of the problem. This first statement
will probably not be very c¢lear or concise., In fact, part
of the difficulty in solving a problem is frequently that
it 15 hard to pin down just what the problem is. This
program will help you to state your problem more clearly.

Step 5. Take some time now to write down this first statement
of the problem as it looks to you now. You need not worry
about couverence, style, or clarity. Try instead to write
"off the top of your head."

As I see the problen, it is essentially that. . « . &

Step 6. Now that you've written down how the problem looks at
this point, it would be useful to see what stage of problea
solving this statement represents.

If you speak about the problea as somathing which is
bad in general, but has no dearing on you personally, you're
thinking in Stage #1. If you do talk about how it bears on

ou, you're thinking in Stage #2.

Example
[ Stage f1 Stege o
My boss loses his My boss loses his
teaper too easily. temper at me too
euily-
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Step 7. Looking at the words you have actually written in con- |
nection with Step 5, determine whether your statement is
Stage #1, or Stege #2.

For the most part, my statement is now in
Stage # .

If it is in Stage #1, go on to the next Step.

If it is in Stage #2, scan the next step,
answer if you wish, and then go on to
Step 9.

Step 8. If your statement was in Stage #1, it did not descride
the problem as your problem. You can progress to Stage #e
by restating the problem in terms of how you are involved
in {t. You can probably do this by answering the question,
"How is this problem of concern to me?" or "How am I con-
cerned with it?"

If I were to restate the problem, this time emphasig-
ing how it is of concern to me, I would say that . .

Step 9. Now look again at the problem as you describe it now.
If you talk about how it is of concern to you, dut not
about how you feel and react in the problem situation,
you're thinking in Stage #2. But {f you also talk about
your feelings and reactions, you're thinking in Stage #3.

' Exemple
Stage f#2 Stage #3
My boss gets angry My boss gets angry at
at me too easily. ze too easily. This

usually gets ne rate
tled g0 I can't wor
well, and gets me
annoyed at him for

ving such & short
fuse.
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Step 10, Fzr the most part, my statement is now in
Stage .

If it s in Stage #2, turn to the next Step. If it is
in Stage #3, scan the next Step, answer if it you wish,
and then go on to Step 12,

Step 11. You can progress to Stage #3 by writing about your
problem egain, this time emphasizing how you feel and
react in the problem situation.

Focusing now on my feelings and reactions, I would
28y that . .

Step 12, Stage #4, which is one of the key stages in the under
standing and resolution of a problenm, is the recognition by
the individual o7 his "contridbution"--the ways in which his
o behavior odds to the problem situation. If your state-
ment includes recognition of how you help to create or
continue your problem, then you are at Stage #.

Example
Stage #3 Stage #4

My boss gets angry at My boss gets angry at
me too easily. This me too easily. This
usually gets me rat- usually gets me 80 rate
tled so I can't work tled I can't work well
well, and gets me an- and gets me annoyed at
noyed at him for have hin for having such a
ing such a short ) short fuse. My feele
fuse. ings ebout his anger

keep me on edge 8o that
I an more likely to
make mistakes that get
hia angry. Also he
doesn't know the effect
his anger has on me be-
cause I've never really
t0ld him.
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Step 13. Looking at your statement of the problem up to now,
ask yourself whether you have explored sufficiently your
oun contribution to the problem in terms of the things
you do (or negléct to do) which might be adding to the
problem. If you've already done this, scan Step 1,
answer it if you wish, and then go on to Step 15.

Step 14, Restate your problem to reflect Stage #4.

The problem as I see it now, including
recognition of what I am doing or ne-
glecting to do, is as follows:

Step 15. When you have gone through Stages 1 to 4 in your
thinking about your problem, you may find that you now
have a clearer, more useful way of looking at it.

You may also find that some of your feelings about
the situation have changed or are beginning to change.
This could mean that negative, uncomfortable feelings
become less intense or less upsetting.

Step 16. As a result of this analytical process, the fole

lowing changes in awareness and my feelings have
taken (or are taking) place:

Step 17. Another result of going through Stages #1 to #
is that you may begin to see specifie thanges in your
behavior which might be appropriste. (This could well
zean doing something which you've never tried before.)
Think for a few minutes about specific changes in your
behavior which might be appropriate for your problea.
Then go on to the next Step and write adout these

changes, if any.

Step 18, In relation to the problem as I've deseribed 1t and
any changes in swareness and feelings which I'm experienc-
fng, the following specific changes in my bdehavior would
be appropriate:
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Step 19. At this point, you need an opportunity to try out
the changes in behavior which you have described in Step
17. 1In preparation for this, review and picture in your
imagination the changes in your behavior which you have
decided upon. Now think about how willing you are to actually
try out these changes. (How would you rate your willing-
ness to change on a scale of 1 through 9, with 9 being
"very willing?")

Remember that the solution to your problem depends,
at least in part, upon your behavior, your feelings,
your attitudes, and your willingness to change.

Step 20. This concludes this problem-solving cycle., If the
problem situation does not seem completely resolved,
(or if you are now facing other, similar problems),
you may go through the problem-solving cycle again in
an attempt to more fully desceribe your problem and your
alternatives.

You may now be facing a different kind of problen;
for example, you may be striving to overcome barriers to
accomplishing things you or your organization want to
accomplish, If so, this problem-solving cycle can also
be used effectively by you to gain a better way of look-
ing at what you want to accomplish and the barriers to your
doing so. This P.A.P. can be used for any prodblem of
challenge of concern to you that you can relate to yourself,

INSTRUMENT

ORGANIZATIONAL PROBLEM-SOLVING SCHEME

Each astage of this process requires a great deal of time.
The scheme is as follows:

Stage 1: Prodblem ldentification. What is the prodleam?
A problen 1s defined as falling short of an ideal goal. It
can be visualized by the following diagrem:

| Area of 1deal
Level the prodlea State
of
Present

Reality
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During Stage 1, each staff member should define his problem
concretely and behaviorally, making provisions within his
statement for his own involvement as well as his feelings
about the provlem.

Stege 2: Problem Analysis. For the next step, a fielde
of-forces analysis is prepared as illustrated below:

Force Field Analysis

Facilitating Forces Restraining Forces
N P
7 ~
N Z
rd N
N Pl
I Y
Level of Area of Ideal

Present Reality Problen State

Thinking of the present state of the problem as a balance
between oppoaing forces, try to list all the forces on one
side of the {ssue. Now list all forces on the other side,
(esg., In the prosent state of world affairs, suppose that
daily events are the result of U, S, forces and Chinese forces:
these are the two "sides".)

Go back and think about how important each force seems to
you. If it seems very important, put a "5" next to it in the
left hand margin., If it seems not very important, put & "1"
next to it in the left hand margin. Rate each of the forces on
a scale of "1" to "5", depending on how important the force
being described appears to you.

Stage 3. Brainstorming. The third step in the prodlem-
solving sequence is to "brainstorm" ways of decreasing the
strength of the restraining forces., Emphasis is put on re-
ducing forces because this emphasis is more likely to support
effective change. Brainstorming involves thinking up many
different ideas, sometimes wild ideas, without evaluation.
After the brainstoming is concluded, a judgment should be
nade as to wvhich ideas are feasible and which ones should
be forgotten about for the present. DBoth drainstomming and
force~field analysis encourage a norm of seeking a variety
of solutions before making a decision.

Stage Ut Designing Concrete Plans of Action.
During the fourth stage, atteapts ave made to plan for actions
that will reduce the restraining forces. Tha designs should
include! (1) clear statements of goals, (2) concrete pro-
cedures for achieving the goals, and (35 procedures for gete
ting feedback to see if goals are being reached.
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Stage 5: Trying Out the Plan Through a Simulated Activity.
The best way of trying to implement a plan ultimately is to
try it out by role-playing or simulation. Feedback can be
given by other members of the staff; the plen can be altered
for improvement; and, finally, the plan is ready to be tried
out,

Diagnosis

Continuous attention to diasgnosis is the cornerstone of objective
problem solving. Without complete, accurate diagnosis, problems tend
to multiply. Fads are accepted which don't really fit the local situa-
tions where they are applied., Potentially good solutions are abandoned
without realizing the slight changes which were needed to make them work.
Decisions are made on the basis of peoples' ability to argue or on the °
status they have rather than on the facts of the situation. Helpful
innovations are rediscovered and die repeatedly without being effectively
shared because people don't know what to tell or what to ask about how
they worked. ’

There are probably several reasons why good diagnostic work is
not done very actively by educators. One is that it is comparatively
difficult to identify clear goals in working together to help youth
grod. Education is an extremely complex dbusiness. An engineer can
make accurate estimates of the kinds and qualities of materials he
needs to build a power dam to produce a given amount of electricity
in a certain setting. It is vastly more complicated for a faculty
to estimate the kinds of experience and organfizational mechanisams
_that will increase support for each other's innovativeness in teaching.

It 18 often difficult to get accurate information about school
building phenomena even when goals can be stated clearly. The medical
doctor listens with his stethescope, views with his x-ray machine, and
analyzes with his chemical and electronic equipment., Educators
are only beginning to be provided by the social scientist with toole
to gather the sorts of diagnostic data ceritical to their efforts., These
include ways to find out about feelings, values and attitudes, ways to
learn of the perceptions people have of each other and the norms which
influence the behavior of the individuals in groups.

. Another barrier to becoming involved in diasgnostic work may be the
indfvidual's lack of awareness of how important and satisfying such
effort can be. In the complex business of helping others learn, good
diagnostic work gives one the added power of knowing why things did

or didn't work., When you can identify the "why", even failures can
-provide new insights to help plan next asteps.




The ways our organization operates and the ways we think of our
roles can also provide barriers to becoming involved in good diagnostic
work. Spending time gathering information, thinking about it, and
planning on the basis of it may need greater support in our setting
in order to become a part of the educator's role. Many schools tend now
to give little support or reward for time which is not spent in working
directly with youth, or handling administrative details.

Ways of Gathering Data

Good diagnostic work depends on gathering valid, reliadle data.
There are many ways of gathering data. In one sense, we are gathering
data all the time by being aware of what is happening around us. Most
of the things we are aware of are not really news to us. They are thiugs
that we fully expected. Disgrostic work such as analyzing forces for
and against movement toward a particular goal can help us pick out kinds
of data that we want to check on more carefully.

Some ways of collecting data will be suggested below. Before you
select one of these for any particular occasion, there are some important
questions to consider. What will be the respondents' reaction to deing
asxed this question in this way? How will I know if this question has
the same meaning to the respondents that it has to me? Will the respondents
feel free to give their own reactions, or will ttey be apt to give answers
that they think somedody wants to hear? 1Is this question clear enough
80 that a respondent will answer it the same way each time it is asked,
barring some major change in the situation? These are the kinds of
questions that social scientists are concerned about when they gather
data. You will be increasing your owm data gathering skills each time
you work through these questions as part of a data gathering effort.

Here are some ways to gather data:

Written response

1. Open-ended answers: anything froa finishing a sentence to
writing an essay.

2. Multiple choice: forced choice where you wust pick only one
answer, or free choice where you select as many answers as
are correct for you,

3. Preferred choice: a form of forced ¢hoice where you select
the things you like best or least as coaupared with other things.
(E.g., Would you rather supervise lunch period or the playground?)

4, Scaled responset E.g., On a five-poinu scale where "1" is "not
at all™ and "5" is "very much", check how satisfied you are with
our procedure for revieving new text books,
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Interview

It may be open and free flowing or highly structured with the ques-
tions closely adhered to. Interviews might be arranged in a variety
of styles and situations:

1. It may be held with the total group where you raise the quese
tions to determine the kinds of responses given in a total group
situation.

2. It may be held in a small group where you bring together
people who have special relevance.

3. It may be held with key informants where you gather data from
individuals whom you believe can give accurate views as to what
others would say.

4, You may hold individual interviews where you find out how each
answers the questions when by himself.

Qbservation

Again, the approach may be open-ended where you keep your eyes and
ears open for anything that might be important, or, highly structured
such as where you count the number of questions of a certain type asked
at a meeting. Observational data may be gathered by a person selected
for this purpose, or by you yourself. If you do it, you may be an active
participant in the interaction but recording when you are not so actively
involved, or you might tape record the event and collect the data later
as you listen to the tape.

Unobtrusive measures

Sometimes data exist or can be gathered in ways that do not interfere
with normal routine. We call these unodbtrusive measures. For example,
you might get some clues about faculty morale by noting the average
daily consumption of coffee in the lounge, by checking the rate of staff
absenteeisn, and by looking at records of annual staff turnover and reasons
given for transfer requests. You might get some indications of parent
attitudes towards the school by keeping a log of the nature of parent
contacts with the school over a period of time.

Tools for Cathering Data

The remaining chapters present exaaples of tools (instruments)
for gathering of data about school building environments. These tools
have been carefully developed in collaboration with social scientists
and with meabers of school faculties. They are presented here as




ildustrations. There may be times when you wlll want to use tools

from this book in the form in which they are presented. At other

times you may use Just those parts of an instrument that speak to a pur-
ticular data gathering need. On still other occasions, the tools here
may give you ideas of how to create a new tool to fit a specific need.
Our hope is that you will find in this Look a variety of ideas that
will assist you in gathering data about your school building environ-
ment that will be useful in diagnosing existing problems and in measur-
ing change as you work together in tryirg to improve the environment.

The force field analysis for disgnosing a problem was included
as part of the "Organizational Problem-Solving Scheme" {Instrument #2).
It is such a useful tool, however, that it is presented here in it's own
right with more detailed instructions for its use. It can help you to
identify your data gathering needs.

@STRUMENT #3)

THE FORCE FIELD TECHNIQUE FOR DIAGNOSING A PROBLEM

To use this tool, one must first state a problem in
terms of a clear goal. For example, Mrs, Andrews is a teacher
who states her problem as follows:

In our school, the seventh and eighth grades
are scheduled on a "block plan." Each section of
approximately 30 students receives all of its ine-
struction in the basic academic courses from a
tcan of teachers. One teaches mathematics and
science for two hours. Then the class moves to
another room, usually next door, where the partner
teaches English and sociel studies for two hours.
Thus, each team of teachers shares two sections
totaling 60 students. My improvement goal is to
build better communication between teacher partners
regarding students, student needs, curriculum,
student assignments and student control.

Mrs., Andrews is now ready to write out her first force
field. She takes a blank sheet of paper and writes the nature
of the problem at the top. She then draws a horizontal line
across the top. On the left side of the line she writes the
words, 'Forces for better communication.” On the right side
of the line she writes the words, "Forces against better commun-
ication." 1In the right-hand margin of the paper she writes
the goal which she has specified for her problem, "Better
camrmnication between teacher partners.' In the left-hand
margin she writes the opposite of her goa., "Poorer communica=-
tion between teacher partners.'




Jow, she draws a vertical line down the middle of the
page. This line represents the way things are at the moment
with regard to communication between teacher partners on the
specified topices. Things are the way they are at the moment
because there is a set of forces pushing from the left toward
better communication, and an equal set of forces pushing
from the right against better communication. If the forces
on the left become stronger while those on the right stay the
same or get weaker, then the line which represents the current
situation will move toward the right-«toward better communi«
cation. Mrs. Andrews now writes down what she believes to be
the important forces operating in this situation. Figure 3
shows Mrs. Andrews' first effort at writing out her force
field,

Figure 3
MRS. ANDREWS' FIRST FORCE FIELD
"My improvement goal is to build better com-
munication between teacher partners regarding stu-

dents, student needs, curriculum, student assign-
ments and student control."
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Mrs. Andrews wasn't very satisfied with her first effort
to describe her force field. She guessed that there must be
more forces than the ones she had thought of. She began
to discuss the improvement goal she had identified informally
with other teachers. Each one she talked with shared her
concern. She fo'md there was a high level of motivation to
seek ways to better communication between pairs. Several
teachers noted that at formal meeting times, "departmental
issues seem to take up most of the available time. We
usually meet as one large group, and frequently the major-
ity has to sit through the hashing out of isgsues that cone-
cern only a few,'"

Mrs. Andrews believed she had learned two things from
these discussions. One was that an additional "force for
better communication" was an awareness among others of this
need and desire to do something about it. Another was that
the way formal meeting times were arranged wes seen as
partially wasteful. Norms of always meeting as one large
group and focusing on departmental issues seemed a force
against the possibility of working on Mrs. Andrews'
improvement goal. In Figure 4 we see how Mrs. Andrews
added thewe forces t0 her force field.

Mrs. Andrews now did three additional things with her
force field. TFirst she ranked the forces in terms of how
important she thought they were in trying to change the
situation. She put & number "1" by that force which she
believed would yield most movement toward the goal if it
could be changed. She put a "2" by the forces that she
thought would result in the second greatest amount of move-
rent if changed, and so forth. Second, she rated each force
in terms of how easy (or hard) she thought it would be for
her to bring about some change in it. She gave each force a
rating of "hard", "medium" or "easy". Third, she again
rated each force, this time in terms of how clear she was
about whether it really was a force. Was she just imagining
it was a force, or just how was it really operating? She
labeled each force as “clear", "partly clear", or "unclear".
Figure 5 presents Mrs. Andrews' force field at this point.

Now Mrs. Andrews had a picture of what she thought was
going on in her problem situation. The most important thing
that stood out to her was that she was not very clear about
some of the forces which she guessed to be important. This
helped her to focus on the points where she needed to do
some more careful data gathering. She found one ready-made
tool for gathering the kind of data she now knew she needed.
She developed some interview questions for another. The
force about teachers being short of time seemed very important,
but rather vaguely stated. She found she was able to make
it much clearer by writing out a force field on this force!
She worked on identifying the forces for and against teacher
pairs finding more time to communicate.
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Figure 4

MRS. ANDREWS' SECOND FORCE FIELD
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Figure 5

MRS. ANDREWS' FORCE FIELD RANKINGS AND RATINGS

"My improvement goal is to build better communica-
tion between teacher partners regarding students,
student needs, curriculum, student assignments and
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We haven't worked
out efficient ways
to share information

(4) (easy) (partly

clear)

Q—

Possible conflicts in
interests (8) (hard)
(unclear)

&¥——

General organization
is now focused on
departments (10)
(hard) (clear)

A

Norms of formal. meet-
ings to meet in total
group and focus on
departmental issves

(3) (medium) (partly

clear)

P —
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These efforts helped Mrs. Andrews identify further forces
and further questions that needed to be explored. She began
to consider ways that some of these forces could be altered.
Her efforts to gather information from other teachers to
diagnose what the force fields were, turned out to be an action
plan in itself which proved helpful. An increasing number of
teachers were becoming active with her in exploring issues 8o
that the situation was already moving toward the goal.

At the end of several weeks, Mrs. Andrews found it help-
ful to look back over her efforts. She could note the changes
which had occurred in her force fields over a time. She knew
that her current force field was much more accurate than her
first attempts had been. It was based on careful data gather=
ing. She had gathered some kinds of data several times so
that she could see evaluatively how some of the forces had
changed in response to the action efforts which had been made.
Most exciting to Mrs. Andrews was the collaboration which had
grown up between herself and other teachers as they worked to-
gether using the Force Field Technique tool.




CHAPIER IV

WHO'S RESPONSIBLE FOR WHAT?

Within the school organization, many roles exist, the roles

of teacher, principal, vice-prineipal, counselor, department head,
curriculum supervisor, cook, custodian, and secretary. Role is the
-word given to clusters of responsibilities, rights and duties. Certain
definitions of these roles are comronly accepted by the culture and
little controversy exists about them. The principal, for instance,

may be seen as the formal leader in the school and responsible for rela-
tions with parents when they visit school. Counselors are seen as being
charged with serving-the social-emotional needs of the students. Teachers
have charge of classroom processes. Cooks prepare food and custudians
paintain the building.

Bven though many definitions of these roles seem clear and
are generally sgreed upon, others are not. It is worthwhile for
educators to seek ways of clarifying roles and of gaining consensus
about inter-role expectations. In this chapter, we will look at certain
roles in the school orgeanization and what behaviors are performed or are
expected to be performed in those roles.

Je will also look at ways in which people can behave regard-
less of their role, to influence the movement of their role group or the
whole organization. These ways of acting in a group to influence it's
movement are called functions. Some functions that are performed at small
group meetings are initiating new ideas, asking for opinions, or relieve
ing tensions by telling Jjokes. We'll find that there are certain ways
of functioning in a group or organization which will improve it's pro-
duction and climate.

Examples of Role Responsibilities in Action

Three central issues concerning roles and functional patterns
are present in schools. Communication stops, and groups work ineffectively.
when these issues are not dealt with optimally. These are:

1. Conflict between persons or within the organization arises
vien the definition of one's own role responsibilities is in opposition
to, or et least different from, the ways in which others look upon that
sere role.
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One example might be the school counselor. Counselors culite often

define their role as e social-cmotional helper for confused and dds-
traught students. They view what the students tell then dauring counsele
ing sessions as confidentiel infornation. Sormetimes tenchers ore in
opposition to such a definition of the councelor's role. Theoy see
certain students as colluding with counseclors to get out of "tight
spots” by finding easy refuge in the permissive counselor's office.
Scme teachers also expect that the counselor will confide in them zbout
such students so that they (the teacher) can work more effectively with
the student during instruction. When counselors withhold this informa-.
tion, teachers with such expectations are understandably disturbed.

When such conflicting definitions are present in a scheel, it is
disruptive. Emphasis should be given to clarifying the role of the
counselor by bringing the adversaries involved into discussions aboub
the role.

A second exemple is found in the team teaching concept. More and
more schools are moving toward hew types of collaboration between
teachers. Sometimes such collaboration occurs in core courses, some-
times in team teaching. In any case, the sharing of resources is rapidly
becoming & legitimate activity in schools. :

At the same time, & number of teachers define their role in an
individuated manner. They sec themselves as loners, organizing their
classroom activities in very personal ways. Some teachers include
academic freedom as one of their role responsibilities, thus supporting
the norm of doing things their own way.

This definition of teachpr role often conflicts with organizational
attempts at collaboration and team work. If a school wants to use
resources more effectively, teachers will have to modify their role
conceptions to include more openness and sharing.

Third, the custodian has a role problem in many schools. The
students' behavior is not confined to the classroom--it spills over
into the halls and playground. Sometimes teachers are not present to exert
influence over students in such settings. Custodians ere confronted
at times with misbehavior and may or may not try to influence it. In
many schools, confusion cccurs about the disciplinary responsibilities
of the custodian.

2. Because the school is a complex network of relationshivps.
the ways in which others perform their roles effect one's per.ormuuce
of his own role.

For example, the role performed by the principal has wvery important
effects on the faculty. In a national survey, Gross and Herriottl

l6ross, N. & Herriott, R. N. Staff Leadership in Public Schools: A

Sociological Inquiry. MNew York: John Wiley & Son, Inc. 1965.




examined the consequences of the leadership exhibited by elementory
school principals. To measurz the effects of the leadersiin dbehavior
of principals on their staffs, they exomined the relationchip tesween
the principal's leadership behavior rnd three characteristics of
schools used for assessing their effectiveners: steff morale, the pro-
fessional performance of teachers, and the sty »~nts' learning. Gross
and Herriott found positive and significant reletionships between their
rmeasures of "executive professional leadership" (EPL) and coch of these
three variables.,

Executive Professional Leadership wes defined by Gross and Herriott
as the efforts of an executiva (principal) of a profession2l staff
organization (school) to conform to a definition of his role which stresses
his obligation to improve the quality of staff performance. This
definition of the principal's responsibility appears to have significant
effects on the school.

Another study (Chesler, Schmuck, and Lippitt, 1963) indicated
two ways in which the principal is very important in promoting claess-
room innovations. First, the principal who has an accurate perception
of the values and skills of his staff is better able to encourage in-
novation. Second, staffs that arc aware of the priorities that the prin-
cipal places on the improvement of clessroom teaching are freer to
innovate and to talk to one another about innovation. Clear role
pictures about the principal are very important for teachers. Communica-
tion between prinecipals and faculty about their respective roles with
regard to innovation would be a useful vehicle for achieving effective
change.

Another example may be found in the fact that group norms power-
fully effect behavior in schools. Individuals within a faculty behave
predictadbly because of their adherence to shared expectations for what
is appropriate. NNorms are compelling stabilizers because individuals
monitor one another's behavior. The strenzth of sharedness makes a
school resistant to modification, but, at the same time, offers a tool
for planned change.

Members of school staffs often share the expectation that they will
not discuss classroom processes {in contrast to individual student
problems) in the teacher's lounge. When some staff members attempt
to do so, they may be cut off or ignored. Teachers learn to withhold
their concerns or create special sub-groups to talk about them.

Another norm held by some staffs opposes speaking out or confront-
ing issues at staff meetings. For some staffs, a norm exists to dis-
courage active, highly emotional interchanges at meetings. Members
are supposed to keep conflieting feelings and thoughts to themselves.
They ere viewed as irresponsible or as not fulfilling their role if they
don't. !
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There is s third example of this interrelatedness of roles, At
neetings, staff members may i»"Tuecnce one enother in mewny dilferent weys,
but two sets of group functions--toskx and raintenence--are nz2cosery for
an effective staff nmeeting. Tosk funetions apply to commleiing the worxk
requirenents of the meetirg, rhile vﬂ:rtﬂ‘ﬁnve Tunctions help the group
with {ts internal cohesion and interpersontl feelings.

Ideally, most staff members, no matter what their role, would
be capable of performing both task and maintenance functions. Unfortunately,
only a few persons pexrform task functions, and even fewer perform mein-
tenance functions. Exemples of some tesk functions are: inltiating
ideas on work procedures, seeking information or opinions from otners,
giving information or opinions, and summarizing what has gone onr in the
neeting,

Some maintenance funcﬁions, on the other hand, would be sceing that
others have a chance to speak, attempting to reconclle disagreements,
sensing group mood, and being warm and responsive to others.

Inquiry Questions

The school staff that is concerned with clarifying role responsibilities
and in performing the most important grovp functions at the right time
may ask some of the following questions:

How do persons in our school conceive of their roles? Perhaps the
staff should discuss role perceptions so thet each member knows more about
how every other member views his job.

What priorities do people place when defining their roles?

Where do similarities and differences exist in our perceptions of
our most important functions as teachers, counselors, or principals?

Another set of questions could include: How <“oes the way one person
carries out his role affcect other's performance of their roles? Or, what
kinds of group norms exist in our school about our responsibilities,
and how do they affect our performance?

Further, & steff might inquire: What group functions are occurring
or not occurring at our meefings? What kinds of procedures can we use
to increase the effectiveness of our meetings?

The instruments presented in the next section of this chapter may be
helpful means for collecting informntion about these gquestions.

Instruments for Collecting Data

The instruments are divided into three categories. The first set
has to do with perceptions that school personnel have about their own




role responsibilities. The second groun of ins%ruments focus on per-
ceptions of and reactions to the recyonzidbilities of others. Finally,
the third set involves group functions verforred by siell members.

Conceptions of Own Role Responsivilities

The first instrument helps a teacher, prinecipal, counselor, or
some other educator describe his own role. It helps tne person to
communicate how he values what he does.

{INSTRUMENT 79

SELF-CONCEPTION OF O4N ROLE PERFORMANCE

All of us have certain things about our own role per-
formance which we think are important. There are ten numbered
blanks on the page below. In the blanks, please write ten ad-
Jectives or short descriptive phrases, each referring to the
simple statement, "As a teacher, I do the followinz things."
Answer as if you were giving the answers to yourself, not to
somebody else. Vrite the answers in the order that they oc-
cur to you. We are interested in both positive ané negative
aspects. Don't worry ebout legic but try to be as clear es
possible. Write each descriptive word or phrase as rapidly as
possible. Your first impressions are gcod enough.

AS A TEACHER, I DO THE FOLLOWING THINGS:
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Now go back and evalueate cach of these thinss eccording
to hov positive or negative you sce it. In order to revresent
a range, place double plus (++) if you feel the cheractoristic
is gquite positive, a {+) single plus if you sce i% o5 scme-
wvhat positive, a single minus (=) il you sce it ac semewnnd
negative, and a doudble minus (==) if you sece the thing as
quite negative. Be sure to evaluate each descriptive word or
phrase by placing one of these sign configurations on the
small line to the right of each. Remember there are four such
signs, (++), (+), (), and (--=). York rapidly.

A balanced evaluation of the self as professional role-taXer seems
most healthy for effective role performance. Teachers who view them-
selves quite negatively and are inseccure sbout what they are doing, for
instance, will feel more eggrescive and negative than teachers with
more positive role concepts. Conversely, those teachers who view
themselves as only doing very positive and effective things are not
very likely to seek out innovations to improve their classroon
instruction.

Another way of using this instrument is to ask the person to jot
dowm the ten functions that he thinks others expect him to perfornm in
his role. 'Others can be a generalized group or can be specifiec, as
for instance, when the principal is asked to write ten functions the
superintendent expects him to perform. Plus and minus signs can be used
to denote how the individual values th2 function or how well he sees
himself performing the activity. If he values the function highly, he
uses & plus sign; if he gives it low priority, he uses the minus sign.

The main difference between the first and second uses of this instru-
ment has to do with actual behavior vs. expected behavior. Since &
discrepancy betweern che two may reveal a problem, staff members might
be asked to f£ill out this instrument twice, using the two different
instructions each time. An inspection of the differences between actual
and expected behevior would give some mez-ure of the extent of aliena-
tion of the staff member from the school _rganization.

The following instrument is another way of geining information sbout
hor staff members define their roles. Each staff memder is asked to
write about his concepts of his own role by placing one idea on each of
twenty-five small index cards. The following instructions can be used:

”~

[RSTRGENT 75

COGNITIVE STRUCTURE OF ONE'S O4N ROLE

Directions: Let us suppose that the following situation
occurs. A visiting teacher from a foreign country engages you
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Aruitoxt provided by Eic:

Assume that your vis
teaching practices.

your role?

in coaversation ebout schoo

thinzs are that you do in %Snhe clos
things would you'ine i

he tries to learn atout yo

41

s co s "
1 practices in this counivy.
: ) Ky - . A »
i%or xuows veory litsle 2boont friarlican
s I . tand L° JSRURN e de X
He vanbr to xnow what the nmest inporiant
. - .- 2 aade ~
aroom.  want gorss of
~ e R LT TS e
luce 3in o dish viieh e eould relors fo
Py D 3 IS > 2
2 as & teacher gnd what you Go in

Using these cards which have been provided, write one
1 ~2 on each cerd (a word, phrase, or senience) which des-
crives teacher role performance,
see if they fell into some bdbroad, noturel groupinsgs.
do, errange then into such groups.
sec i these can be broxen into sub-groups.
arate the cards accordingly.
sub-groups can be broken down still furiher.

Look then over carefully 4o
I they
How leox at your groaps %o
If they con, sep-
It is 2iso possible that these

The instruments next
cribe you as a teacher or
fornmance by rank-ordering
ycu do each one,

desceribed list characteristics which may des-
cdministrator. Deseridbe your osn role per-

the charzeteristics occording to huw often

SELF-CONCEPTION OF CWN ROLZ (TZACHER)

Rank the following oigh® items in cceord with how often
you perform cach in your role,
performsed item, a "2" by thae second most frequently perfonaed,
and so on down to 8", which will te the least frequensly
performed iten.

Rank Iten

Comrunicate with students as a group.

Work with students as individuals or sud-groups.
Broaden myself by continuing formal edusation,
reading current Journals, attendin; workshops,
partisipating in 4raining progrosms, osc.

Do study and rescarch in ry specialized ficld,

Trke part in community effairs concerned with
cducation.

wWork on the "administrative” aspeet of teach-
ing,

T

Try out new ioaching techniques and methods.

Flace a "1" by the nost frequenily
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SELF-CONCIZPTION CF OWN ROLE (ADMINISTRATOR)
Ranx the following eight items in nccord with new of
you perform each in your role. Place a "1" by the most [
t
IS
-
frequently performed item.

Panx Tten

Report to superiors.

Comrmunicate with subordinates.

Keep parties concerned with a deeision informed
on progress and actions taken.

Collect feedback from others about my role per-
formance.

Collect information to naXke deeisions.
Make deeisions on my cwmn.
Delepgate jobs and responsibilities to others.

Involve others in decisions.,

T

Routine booxkeeping and adminisirative matiers,

Work on building staff development progrosis.

The instrument deseribed next helps to ncasure the azount of in-
fluence staff meorbers feel $hat each role group has in the scheel systen
and how much they ought to have. PResulis from the o parts of Lhe
questionnaire can be compared. iserepancies beiween the two can lead
to prodlea-solving sessions which explore the reaning of the discrc-
pancies and the ways of improving the situation.

HlSTRAGSL F1)

IITLUENCE

1. In general, how much infllusnce do yeu thinik the follcewing
rroups or persons nos have in deteramining educational matliers
(e.n., curriculun, poliecy, eie.) in your schodol? Flease indleate

i

ERIC

Aruitoxt provided by Eic:



how much influence each person or ¢ro.p has by circling the
appropriate nuaber.

Con- A
) i sider- great
lione liitle Scne able deal

a. The local school

board 1 2 3 4 5
b, Your superintendent 1 2 3 L 5
¢. The principal of

your school 1 2 3 4 5
d. You, yourseld 1 2 3 b 5
e, A snall group of

teachers 1 2 3 4 5
f. Teachers in general 1 2 3 4 5
g. Curriculum personnel

(supervisor, director,

or coordinator) 1 2 3 4 5
h. Students 1 2 3 L 5
i. Parents 1 2 3 b 5
J« Teacrer unions 1 2 3 b 5
k. Lececal colleges and

universities 1 2 3 b 5
1. Guidance and psycho-

lozical services

personnel 1 2 3 b 5
n. NeWspapers 1 2 3 b 5
n. P.7.A. 1 2 3 4 5
0. Other community groups

(specity) 1 2 3 L 5

]
2., Yow much influence &5 you think ti.ese groups or persons

ou s te norr dn detoisdning educationid matters in your school?

a. Tne 1c2al school board 1 2 3 ]

b.  Ywur superinterndent 1 2 3 i

5
5

- ——n i et
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Con A
A sider- great
one littie  Scre able deal
c. ‘Tn2 wrineinad of
your school 1 3 L 5
d. You, yourseclf 1 2 3 b 5
e. A snall group of )
teachers 1 2 3 L >
f. Teachers in general 1 2 3 L
g. Curriculws personnel
{supervisor, dirce-
tor, or coordinator) 1 2 3 L 5
h. Students 1 2 3 L 5
i. Farents 1 2 3 L 5
j.» Teacher unions 1 2 3 L 5
%. Loczl ¢oldleges and
universities 1 2 3 4 5
1. Guidance and psycho-
lozicel services :
personnel 1 2 3 4 5
A,  lewspapers 1 2 3 L 5
n. P.7T.A. 1 2 3 Y 5
0. CtLer community
groups (Specify)
1 2 3 Yy 5

Concentions of and Reections to Others! Roles

The Tirst sungesiion for an instrument to discover hov staff rexbers
expect other persons to pewforn their roles is an open-ended questions
niare. I% might be constructed as follows:
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EXPECTATIONS FOR OVEERS

AS a , 1 expect persons hold-
ry cowa role

ding the role of to spend most

ther role

o' their time doing:

1,

I believe that persons nolding thit role actually spend

their time doing the following:

1.
2.

3.
G,

2
6.




The Xinds of helyp I would like tou receive from persons

nolding that role are: i
f 1.

2

[ "N )

3.

4,

5' .

The ways staff menbers define the prircipal's role nhave decided
effects on the entire oneration of the sciiool. The following instru-
ment has been used extensively ©o mcasure & condition called =xecutive
Profesasional Leadership., The ZFL of & prirncipal correlates with staff
morale, teacher performance, and student aciaievenent,

Tne principal can also £ill out this questionnaire on himself., He
should i1l it out as he szes himself performing, and as he predicts
his stafi will view him, thus cheeking to sce if there is a discrepancy
between the two. He can &lso check his own perceptions egainst the
reality of staff judgments.

RsTRO G K

THE PRINCIPAL OF THIS SCHOOL*
0 what cxtent does your drincipal enzage in the follow-
ing kinds of behavior? In answerinz, please circle the one
nudver in cach ros that best deseridbes the behavior of your
principal.
Al
nost Occa- Fre- I do
nev~- sione quent- Almost Al- not
wever er ally ly always wavs Xnow
1. Gives teachers the
feeling that their
woirx is an "iaportand
activity”. 0 1 2 3 4 5 X
2. Gives teachers the
feeling that they can
e significant con-
trivutions to inprov-
{ag the ¢lassroos per-
for.ance of their stu-
dentﬁo 0 1 2 3 h 5 X

o *This instrument is copyrighted material and peraission from
[ERJ!:‘ Neil Gross would be needed for it to de used.

IToxt Provided by ERI
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4l-
o3t Coaa~ rre- I cdo
nev-  sicon- quent- Almost Al- not
wever er gy 1y always ways Know
3. akoe strony in-
terest in oy profes-
sional develcpuent. 0 1 2 3 by 5 X
L. Makes teachers'
m2etings a valuadble
cducaticnal acvivity. o] 1 e 3 L 5 WX
5. Helps to eliminate
weakuesses in his 0 1 2 3 L 5 X
school.
6. 7Treots teachers as
proressional worsers. 0 1 2 3 b 5 X
7. Eolps teachers to
undersiond the sources
of' impostant prebleas
they ere Tecing. o} 1 2 3 L 5 X
8. Displays a strong
intercst in improving
the cuality of the edu-
cational prograu. 0 1 2 3 b 5 X

9. Brin;s to the atten-
ticn of teuchers educa-
ticnal literature that
is of value to thea in
their jous. 0 1

n
W
=
w
>

» ]

10. Has constructive
"uggesv‘01s to offer
teachers in dealing
vith thelr major prode
lezs, 0 1

n .
w
&
\n
>

11. GCets teachers to

upzrade tkeir perfori.e

ance standads in theis

classroous. 0 1 2 3 L 5 X

220 Vexinizes the all-
ievent ckills found in
the faculiy. 0 1 2 3 L 5 X

et e o b o el e

ERIC

Aruitoxt provided by Eic:




Al-
most Ouea~ rre- I dao
nev- sion- uent- Almost Al- ot
Jever er ally 1y always ways rnod
3. Nilaos o tewchor's
1A70 @icliculy because
of s cdainistrative
ineptitude. 0 1 2 3 4 5 X
1%,  3usns conlferences
and meetvings in a aige
roandzed foshion, 0 1 2 3 4 5 X
15, hos the relevant
Tacts velore naking
imnoritant decisions. 0 1 2 3 4 5 X
16, DJisplays inconsis-
weney in nis decisions. O 1 2 3 4 5 X

1f. Zecerastinales in
isioa maxing. 0 1l 2 3 4 5

18. Reguires teachers
to enzeje in unneces-
SArY SADer WOrk. 0 1 2 3 L - 5

19. Displays integrity
in his deawvior. 0 1 2 3

&
W

20, 2uts you &b case
when you t&ix with hin., O 1 2 3 L 5

21, M~zes taoce who
worw with hin feel
inferior 4o him. 0 1 2 3 4 5

2¢. Develops a real
iaterest in your wel-

2%, Develops a 'we
f20linz" in working
with others, o] 1 2 3 4 5

2k, Rubs people tre
WIOAD Way» 0 1 2 3 L 5

data ohcus supuosisots and curciculwa sypecialists

AT oSmosaticn 08 the precedin: instiruzint can be made to obiain
P

The direcctions eare

cranzed, wadb the itens reaain the same. Thus, the fllustration below
“ili nov oczeat oil Yhe fteas.

O
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CCCROLEANGAS AUD SPICIALISTS

Vany scnool systens have zersonnel with tities such as
supervisor, sunervising direclor, cursiculum speciestist, coor-
dinator, o contultont. Their responsibilities include actm0
o5 lieilson detween the central orffice and the schools, obser-
viny teachers, coarerring vith princiypals, working with teacher
cormitiens, introducing ner curriculw: ideas and teachinz tech-

niques, or gulding in-service training. .
1. D5 you have such personnel in your school Yes Xo
ok i
SJ Swlid

2. Wna% is the title of the person you have had most contact
wilil, or who is the most imporiant person to you?

lirite tre ti{le hLere:

3. Xouv nmuch coatact with this person do you have?
nove had soxe contact

nave frequent contact with this person.
nave had no recent contact

et et

Nowr, thinking of the person you have indicated in the
spLece aoove, 1o what extent does he or she enzage in the fol-
lewing xinds o behavior? Plcase eircle the one nuzber in
each row <hat best deseribes the behavior of this person.

Al-
most Occa- Fre- I do
nev- sion= queni- Almost Al=- not
Never er ally 1y always Wways Xnow
1. Gives teachers »Hc
Jeeling that their vo
is &n "important acni-
vity'. 0 1 2 3 L 5 X
2. (S2e preceding
instruzent) 0 1 2 3 4 5 X

O

ERIC

Aruitoxt provided by Eic:

inz adaptation of the instrument may be usefl if mecbers
wa offiece s4afl wish Lo find out about the reactions that
»61s have %0 itheir role performance.

i
et 2
;-;‘u‘.}‘
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INSTRUVENT /A11}

YOUR IMVEDIATE SUPZRIOR
As a principal, please consider your immediate administra-
tive superior, the person to whom you report and who supervises
or guides your work.

Write.the title of this person here:

Thinkitiy of this person, to what extent does he or she '
engage in the following kinds of behavior? In answering,
please circle the onc number in each row that best descrives
the behavior of this person.

Al-
most Occa- Fre- I do
nev- sion- quent- Almost Al- not

Never er ally 1ly always ways know

1. Makes prinecipal's

life difficult because

of his administrative

ineptitude. 0 1 2 3 h 5 X

2. Runs conferences

and ceetings in a dig-

organized fashion. 0 1 2 3 (1 5 X

3. Has the relevant

facts before making in-

portant decisions. 0 1 2 3 b 5 X

k., Displays inconsise

tency in his decisions. O 1 2 3 b 5 X
5. Procrastinates in

his decision making. (o] 1 2 3 4 5 X
6. Requires principals

to engage in unneces-

sary paper work. 0 1 2 3 Y 5 X
7. Displays integrity

in his behavior. 0 1 2 3 [ 5 X

8. Puts you at ease
when you talk with him. O 1 2 3 4 5 X
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Al
most Occa- Fre- I do
nev- sion- quent- Almost Al- not

Never er ally ly always ways know

9. Makes those who
work with him feel
inferior to him. 0 1 2 3 Ut 5 X

10. Develops a reol
interest in your wel-
fare. ' 0 1 2 3 b 5 X

11. Develops & "we
feeling" in working
with others. o] 1 2 3 1 5 X

12. Rubs people the .
wrong way. 0 1 2 3 4 5 X

13. Gives principals

the feeling that their

work is an "important"

activity. 0 1 2 3 L 5 X

14, Gives principals the

feeling that they can

nake significant contri-

butions to improving

the classroom performance

of teachers. 0 1 2 3 b 5 X

15, Helps to eliminate

weakxnesses in the

schools under his

Jurisdietion. 0 1l 2 3 b 5 X

16, Takes a strong in-
terest in your profes-
sional developzent. 0 1 2 3 b4 5 X

17. MHelps principals

to understand the sources

of important problems

they are facing. o) l 2 3 4 5 X

18. MaXes principals'
zeetings of value as
an educational activity., O 1 2 3 4 5 X
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The preceding instruments, which measure how staff members think
about the important aspects of their roles (Instruments 8 through 11),
can also be used to check how staff members view one another. In other
words, one can put himgelf in the shoes of the other person and estimate
how the other person would answer the question.

[INSTRUMENT #12)

ESTIMATES OF HOW OTHERS PZRCEIVE THEIR ROLES

Utilizing an instrument such as Instrument #9, "The
Prineipal of This School," put yourself into his shoes and
respond to the questions as you think he would. This will
give you data to compare with how the principal actuslly sees
himself, and how you and the other teachers define his role, with
data on how well you understand the principal's point of view.

Or .sing Instrument #3, "Expectations for Others", estie
mate how another teacher with whom you work closely on a com~
mittee would fill it out with respect to the principal, so
you can see how perceptive you are about your collesgues feel-
ings and expectations about the principal's role.

Group Functions Performed While Acting As A Staff Member

Staff members may influence one another in many different ways,
but two sets of group functions--task and maintenance, are necessary
for an effective staff meeting. The following two instruments can
be used as doervation schedules to gather data about the ways group
sembers perform task and maintenance functions.

i

INSTRUMENT #1

OBSERVATION GUIDE FOR TASK AND MAINTENANCE
FUNCTIONS

Initials of Persons Observed
Task Functions Performing These Functions

l, Initiating: Proposing tasks or
goals; defining a group prodlen;
suggesting a procedure for sOlve
ing a prodblem; suggesting other
f1deas for consideration,
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Initials of Persons Observed

Task Functions

rerforming These Functions

2., Information or opinion
seeking: Requesting fezts
on a problem; secking re-
levant information; asking
for information; asking for
suggestiong and ideas,

3. Information o1 opinion
giving: Offering facts;
providing relevant informa-
tion; stating a beliaf; giv-
ing suggestions or ideas.

., Clarifying or elaborating:
Interpreting or reflecting
ideas or suggestions; clearing
up confusion; indicating
alternatives and issues be-
fore the group; giving exam-
ples 3 )

5. Summarizing: Pulling re=-
lated ideas together; restat-
ing suggestions after the
group has discussed them,

6. Consensus Testing: Send-
ing up "trial balloons" to
gee if group is nearing a
conclusion; checking with
grouy to see how much agree~
ment has been reached.

Maintenance Functions

Te 'Encovrggigg: Being friend-
ly, warm and responsive to

others; accepting others and
their contributions; listen-
ing; showing regard for others
by giving them an opportunity
or reccgnition.
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Initials of Persons Observed
Maintenance Functions Performing These Functions

8. Fxpressing group feelings:
Sensing feeling, mood, relation-
ships within the group; sharing
his own feelings with other mem-
bers,

9. Harmonizing: Attempting tc re-
concile dissgreeméents; redncing .
tension through "pouring oil on
troubled waters"; getting people
to explore their differences.

10, Compromising: Offering to
compromise his own position, ideas
or status; admitting error; dis-
celplining himself to help maine
tain the group. |

!

11, CGate-keeping: Seeing thaL
others have & chance to speak;

keeping the discussion a group

discussion rather than a 1, 2,

or 3-way conversation.

12, Setting standards: Expresse
ing standards that will help the
group to achieve; applying stan-
dards in evaluating group func-
tioning and production.

Another get of obsefvation categories can be useful for improving
the quality of meetings:

) {INSTRUMENT #14)

FUNCT'IONS PERFORMED BY GROUP MEMBERS
Names =———> //

Initiating activity




Seeking information

Seeking opinion

Giving information

Giving opinion

Blocking

Summarizing

- Dominating

Gate-keeping

Seeking help

Listening

Expressing group feeling

Seeking recognition

Testing for consensus

Diagnosing

Mediating

Case Study

Several studies done in industry, in voluntary organizations, and -
in schools have demonstrated that the sa%isfaction of subordinates is

. - ot b




related to the extent they can influence the organizatiovn's decision
making. These findings suggest that relations between superiors and
subordinates in school systems are very much like those in other
organizations. Teachers report greatest satisfaction with their prin-
cipal and the school system when they perceive that they and their prine
cipals are mutually influential. This is especially true when they
perceive the prineipal as an expert,

The Problem

School X was not very innovative. A number of committees had
started to meet. Several teachers were sent to confereaces and repoyrted
back at staff meetings. But these efforts did not lead to much new
activity on the staff. The staff seemed to be apathetic and not very
interested in improving itself.

The principal, his assistant, the counselor, and a few new teachers
met to discuss the problem. The theme emerged from the discussion that
teachers did not understand their role in ianovation. The teachers mostly
believed that innovation should take place only in one's own classroom
and that a great deal of sharing with others was inappropriate. Further-
more, the teachers felt that any major innovations would be passed on
down to them from the administration. But when certain administrators did
initlate new ideas, those ideas were not received enthusiastically.

Ingquiry Questions

The group asked a consultant for help. Here are some of the ques«
tions raised in the group's deliberations with the consultant:

.1l. Why don't the teachers talk much with one another about new ideas?

2, Why don't the teachers accept a lot of the new ideas initiated by
adninistrators?

3. What keeps our committees and staff meetings from being effective?

The consultant suggested that the teachers' feelings about influence
(e.g., what is their appropriate role in decision making?) were a problem
and that a simple questionnaire could be filled out to assess how the teachers
feel about the extent of their influence.

. Ingtrument Used

Instrument #/, "Iufluence", was used. Every member of the staff
checked how much influence he felt that each role group actually hed,
and how much influence he felt that each role group ought to have.

The Data
The results are reported in Tables 1 and 2, Responses are reported

in terms of percentages of the total stuff. The principal's response
is shown by underlining the figure which is his response.
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TABLE 1
AMOUNT OF INFLUENCE STAFF MEMBERS IN SCHOOL X
THINK VARICUS PERSONS AND GROUPS NOW HAVE

1 2 3 L 5 X

Con- 2 No
A sider- greet res-
None 1little Some able deal ponse

a. The local school

board o 13 13 b7 27 0
b. Your superintendent . O __—F—7 ko~ U 0
¢. The principal of your

school 0 0 47 L7 6 0
d. You, yourself 13 Yy 20 13 7 o]
e. A small group of

teachers 13 Lo 3k 13 0 0
f+ Teachers in general 7 27 33 33 0 0
g, Curriculum personnel

(supervisor, director,

or coordinator) 0 0o ! 7 6c 26 T
h. Students 27 Lo - - 30 0o _ 0o o.__.
i, Parents 7 67 - 13 13 0 0
Jo Teachers unions 27 o 27 27 13 6
k. Local colleges and :

universities 7 13 34 33 .13 0
1. Guidance and psycholo-

gical services personnel 0 33 . 33 20 1k 0
m, Newspapers 7 46 4o 1 0 0
n.  P.T.A. 7 53 33 o 1 0

i

{Principal '8 response is underiined.)
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TABLE 2
AMOUNT OF INFLUENCE STAFF MEMBERS IN SCHOOL X
THINX VARIOUS PERSONS AND GROUFS OUGHT TO HAVE

1 2 3 4 5 X

Con- A No
A gider- great res-
None little Some able deal ponse

&. The local school

board 0 7 7 60 26 0
b. Your superintendent O 7T 7 26 60 0
¢e The prineipal of your

e . school 0 o 27 60 13 o
d. You, yourself 0 13 53 27 7 0
e. A small group of
teachers ' 20 20 33 20 7 0
f. Teachers in general 0 o 27 b6 27 0
g. Curriculum personnel
(supervisor, director, .
or coordinator) 0 0 20 53 27 0
h. Students 7 T 33 33 0 0
i, Parents 0 13 60 27 0 0.
J« Teacher unions 13 13 20 34 13 7
K. Local colleges and
universities _ 0 13 27 ko 20 0
1. Guidance and psycho-
logical services personnel O 20 54 13 13 0
m. Newspapers 20 27 4o 13 0 0
ne P.JT.A, . 7 20 33 13 7 0

(Principal's response is underlined)




Analysis of the Data

A nunber of questions were raised prior to the analysis of the
data. These questions guided the analysis: (1) To what extent do
the teschers agree auvout the actual influence processes? (2) To what
extent do the teachers and principal agree with each other? (3) What
discrepancies ex.st between the teachers' values about influence and
thelxr perceptions of the actual state of affairs?

Regarding the first question, the teachers generally agree about
the actual influence that various role groups do have. One can note
the amount of agreement by looking across the table to see how spread
out the percentesges are on any given line. Most variance occurs farther
down in the list with role groups and organizations that are farther
away.'from the formai school organization. Notice the high amount of
variance on "local colleges and universities" as well as "teacher unions."
In contrast, teachers have high agreement about the "school board,"
"the superintendent,” exd the "principal." They are in somewhat less
agreement about the actual influence of the teachers., But the teachers
in this school seem to agree generally on 'who has what degree of
influence."

Regarding question #2, some important differences between the prine-
cipal's and the teachers' view of influence arise. For instance, the prine
cipal thinks that small groups of teachers, as well as teachers in general,
have considerable influence, while the teachers generally see themselves
having less influence. The principal also sees the parents and the
guldance and psychological services personnel as having more influence
than the teachers do. On other items, there is high agreement, The
principal and teachers agree that the school board has "considerable"
influence, that the superintendent has “a great deal," and that the
principal has "considerable.”" It should be noted, at the same time,
that a sizable percentage of teachers (47 per cent) view the principal
as having only '"some" influence.

Question number 3 focused on the discrepancies between the actual
and desired amount of influence. A number of significant discrepancies
can be noted in the teachers' responses. The teachers feel that (a)
teachers in general ought to have more influence (although not as much
as their administrators), (b) students ought to have much more influence
than they currently have, (c¢) parents ought to have more influence, and
(d) guidance and psychological services personnel should have less. It
will be noted that 60 per cent of the teachers felt they had "1ittle"
or "no" influence. Yet Table 2 shows that most of the respondents (73
per cent) think teachers in general should have "consideradle” or "a
great deal" of influence.

Findings '

The major result of this problem-solving effort in School X seems
to be that the distribution of influence seems to be a significant
problem. The data indicate that considercbie discrepancy exists
between the teachers' ideals and their perceptions of the actual state

.
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of affairs. They are not suggesting, however, that teachers' power

' be increased at the expense of the principal's. The data shor that
the teachers feel the principal ought to have somewhat more influence
than he actually has.

Possible Implications and Action Alternatives

1. Teachers are desirous of becoming consideradbly more influential
in the decision-making processes of ‘the school.

2. The principal indicates that le thinks there should be less tcacher
participation in decision-making. .

3. Principal and staff need to examine the decision-making processes within
the school. More date may need to be gathered on the kinds of decisions

and the circumstances that might require varietions in the pattern. An
opportunity to openly discuss value orientations as they affect decision-
making might contribute to an understanding of current practice and open

the way to explore changes.

Summary

This chapter has presented a number of practical suggestious for
diagnosing role performance, norms, executive professicnal leadership ,
and influence., Further, using influence as an example, the implica-
tions for change bave been developed in one school which diagnosed its own
influence patterns.
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CHAPTER V
WHAT ARE OUR TYPICAL WAYS OF DOING THINGS?

4

As a group of people work together, tacit sgreement develops rather
quickly about the ways wmembers should behave in the variety of work
and social settings they share. The agreements define what is 0. K.
to do and what 18 not O. K. in specific¢c situations. A social scientist
would use the term norms to describe these tacit agreements about how=-
we=do~-things around here.

In your building, individuals and sub=groups probably have differing
perceptions of the "in" way to behave in certain situations and may be
unanimous about others. Your staff noxrms probably have a private life
and have not been looked &t openly or systematically.

One way to think about the norms that exist in your dbuilding is to
imagine that you are a new uember of the staff. What questions would
you have in your mind about appropriate behavior? How would you find
out? For one thing, you would probably ask a number of questions and you
would conduct a series of careful obgervations. You may not realize it,
but you would, in a sense, be a working anthropologist for those first
few days as you tried to discover and understand the culture and mores

" of the building.

You may wish to use this approach as a diagnostic procedure. This
type of study requires skills of careful observation, accurate, objective
reporting, and ability to draw generalizations from a large pool of
descriptive data.

As you proceeded with your investigation, you would very likely
discover that people give different answers to your questions. Your
observations would indicate that, in most situations, members of the
staff behave very much alike; in other situations, different sets of
rules are observed. You will find that many of the "typical ways of
doing things" are not stated in a manval or orientation guide and, quite
often, there has been no discussion or explicit agreemecnt about these
"{informal" but persistent rules.

You might wonder how these norms develop. Many are merely transported
from other settings and situations. Otliers become established when ona
or more persons, particularly those who may be regarded as leaders,
behave in a similar fashion. This very quickly get defined as
"the way" to behave. :
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These norms may be very helpful., They enable the individual to know
what is acceptable, appropriate behavior and what can be reasonably exe
pected of others. Not to have any rules, whether formal or informal,
would present a confusing situation if continued for & period of time.
On the other hand, the way we do things may be continued just because
it is expected, traditional, comfortable, or unexamined. Circumstances
change, new conditions arise and typical ways may become obsolete,
irrelevent or actually prevent desirable outcomes.,

Why Inquire?

L]

A staff member might well ask the question, "Why should we study
the norus of our building? Things seem to be going along fine,"
One purpose for such diagnostic inquiry is to obtain a clearer, more
specific picture of building norms. ! Since these kinds of rules governing
behavior are not ordinarily verbalized or made explicit, putting them
down precisely helps to make them visible. This makes it easier to
asgsess the usefulness or productivity of the norm.

Another purpose may be to determine the degree to which any given
norm is shared by members of the staff., If there is a high level of
agreement about a particular norm, staff members will tend to behave
consistently, If there is low agreement, there will be confusion and
lack of c¢larity.

A third reason may be to determine the degree to which staff members
ugree or disagree about what they want to have happen in school. Fre-
quently a staff works under a condition of pluralistic ignorance. An
individual wants to move in a certair direction but assumez that others

_would oppose it or would not be inter sted enough to support it. At

the same time, other members of the staff may privately hold the same
interest, but do not share it., Common interests are not shared. Action
is not taken,

What Are Our Norms?

One way to identify the norms in your building is to informally
discuss norm issues with the principal, supervisors or other teachers.
If their interest is stimulated, suggest that they support a meeting
of volunteer staff members to have & brainstoru session to get out
ideas about in-home norms. This will be a start on collecting data.

The ground rules for brainstorming are simple, but very important.
First, make sure that all participants have a clear understanding of
the topic. Second, announce and enforce the rule that every idea is
accepted and recorded without criticism, judgment, or evaluation no
matter how wild or imprectical it may seem. Ample blackboard or newsprint

t
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space will be needed and two persons should be designated to record
fdeas as they ave producels After a period of 20 to 30 minutes, or when
idea production appears to have stopped, the material can be categorized,
evaluated, and a final list of useful items developed.

To gain the entiro staff's perceptions of building norms, organize
into a questionnaire the ideas from the brainstorming which are judged
to be most important for work in the building. Some groundwork will
need to te laid with the staff about the value and need for examining
the norms before the questionnaire is introduced. It is important
that the data from the questionnaire be reported back to the staff and
time be set aside for work on changing those norms which impede productive
work and strengthening those which are functional.

For example, in a high school building the principal wanted to
vieit classrooms to understand the issues and concerns teachers were
facing, but had not actually done so. When asked why he did not make
classroom visits the principal said, "vell, I really don't think any
of the teachers want me to do this ¢ ‘ould resent it if I dropped by
their classroom." Yet, some teachers said, "I wish the principal would
come and visit my olasses occasionally, but I don't think he wants to
do that. Besides, he's very busy and prodbably doesn't have the time."

In another aituation, an elementary school building, a young teacher
ia her first year o1 classroom work was located across the hall from a
teacher who had many years of experience., The younger teacher said,
"You know, many times I wanted %0 talk to Helen. With all her years
of experience, she would be able to give me some great ideas oa how to
handle some of the things that have come up in my classroom. I really
don't think she'd like it, though. A teacher ought to be able to take
care of her own problems.” On the other hand, Helen, the experienced
teacher, said, "I've been wanting to ask Mary for some of her ideas.
She's Just out of college and would be acquainted with new materials and
approaches. I don't think she would want to talk with me though, as
1t's been years since I received my training.”

In both of these examples, the norms governing behavior, dbased on
incorrect assumptions about the other, had prevented desired action froa
taking place. When correct information about the wishes of the principal
and the teachers was shared, the classroom visits did take place and Helen
and NMary shared their ideas and experiences.

Instruments for Obtaining Data

If it 18 not feasidle to develop a questionnaire for your building
staff, instruments designed to obtain data abhout perceptions of norms
can be used or adapted to your needs. Such an instrument is dest used
in its entirety, but selected ftems can e uzed if your situation

requires it
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NSTRUMENT #1

DO'S AND DON'TS

In any school system, there are informsl "do's and don'ts".,

They are rarely written down anywhere, but they serve as a xind
of code, making it clear what people in the system should and
should not do if they are to be accepted by others.

Bolow, there is a list of specific things that a persone«
an administrator, a tescher, a staff member--might do or say.
We would like you to estimate what most people in this
building would feel about each ftems That i3, we want you
to tell us whether the predominant feeling of most of the
people in this building is that one should or should not
do or say the thing in question. Y¥You ¢an indicate your
ansver by placing a check mark (v’) in the appropriate
column-=ghould or should not--beside each ftem.

For example!
The majority of people would feel that one...
SHOULD  SHOULD NOT

X, Follow administrative directives. .,/
Y. Complain when things are not going

right. N
2., Spread rumors. ‘ vd

The above examples would show that you believe that most
people feel that one should follow administrative directives
and one ghould not complain when thinga are not going right,
nOr BpYead mumo1's,

1. Ask others who seea upset Lo exe
press their feelings directly.

2, Tell colleagues what you really
think of thair work.

3, look for wlterior motives in
other people's dehavior,

he Alvays ask "Whyt" when you
don't xnow,

5.  Avoid disagreement and confiiet
vhensver possidle.

4




7.

8.

9.

10,

12,

13,

1k,

15,

16,
17,

18.

19,

20,

2.
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Consult with people under you in
making decisions that affect
theme-gven minor ones,

Question well-established ways
of doing things.

Ba concerned about other ?eople'a
problens, J

I
Only make & decision after every-
one's 1deas have been fully heard.

Disagree with your superior if
you happen to know more about
the issue than he does.

Withold personal feelings, and
stick to the logical merits of
the case in any discussion,

Push for new ideas, even i€ they
are vague or unusual,

Ask others to tell you what they
really think of your work.

Keep your rewl. thoughts and reace
tions to yoursclf, by and large.

Trust others not to take advan-
tage of you,

Be skeptical asbout things.

Point out other people's mistakes,
to iaprove working effectiveness.

Listen to othera' ideas, but re-
serve the decision to yourself,

Try out new ways of doing things,
even {f it's uncertain how they
will work out.

Stay "cool"--keep your distance
from othurs.

Use formal voting as a way of
naXxing decisions in small growps.

SHOULD

SHOULD NOT

L2 *




SHOULD  SHOULD NOT

22, Set up comuittees which bypass
or cut across usual channels
or lines of authorivly.

23, Spend time in meetings on emotional
matters which are not strictly
germine to the task.

2%,  Be critical towards unusual or
"way out" ideas,

25, Tell other people what thay want .
to hear, rather than what you
really think.

26, Stick with familiar ways of
doing things in one's work.

27. Trust others to be helpful in
difficult situations.

The Do's an® von'ts instrument could also be used to gain a dif-
ferent kind of uata. If each staff member fills it out to indicate
how he, himself, feels about what is appropriate oy good to do, it
will be possidble to check the grceived norms against what each person
thinks; vhich may ox may not be discrepant with tns perceived norms.
The same norm questions would be raised, but in the following format:

NSTRUMENT

MY OWN POSIT’ION REGARDING
DO'S AN’D DON'TS

Directions: Please think about how you, yourself, feel
about each of the items listed below. Naturally, your feeling
will dapend on the particular circumstances involved. But
try to consider how you typically feel in most situations. To
indicate your ansver, place a cheek (v/) in the column that
shows your cwm attitude. For {nstance, regarding She firat
ftem, if you feel that one should not ask others who seem upe
set to express their feelings directly, check in the second
column, "I feel that you ghould not.," 7Think only about your
ovn feelinga. -

1 feel that I feel that
you you
~SHOULD __ SHOULD NOT
1. Ask others vho seem upset to

express their feelings
directly. * +
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I feel that I feel that
you you
SHOULD SHOULD NOT

2, FEte., using items similar to those in Instrument #15 . .

Group norms have a powerful effect on the way staff menmbers re-
late to each other. Norms are shsred expectations about one anothers'
bchavior. To some extent, staff membeirs carry out their regular taska
because they believe others expeot them to do so. The following
instrument provides a basis for exploring some of the norms that .
guide behavior in your building.

INSTRUMENT #17

OUR TYPICAL BEHAVICR

1., Suppose a teacher (let's call him Teacher X) disagrees
with something B says at a staff meeting, If teachers
you know {n your school were in Teacher X's place, what
would most of them be likely to Jdof

Would wost of the teachers you know eeek out B to discuss
. the disagreement? .

Yes, I think most would do this.
Maybe about half would d> this.
No, most would not.

I don't know.

Would they keep it to themselves and say nothing adout it?

Yes, I think most would do ¢t} -,
Mayba adbout half would 40 thia.,
o, most would pot.
I don't know.

f
2. Suppose a teacher (let's call him Teacher X) feels hurt
and put down dy smmething another teacher has said to
him. In Teavher X's place, would most of the teachers
you know in your building be 1ikely %0 . .

.+ o avoid the other teacher?

Yas, I think most would.
Maybe about half would.
No, most would k.

I doa't know,




3.

b,

5

=68«

« » » tell the other teacher that they felt hurt and put

© down?

Yes, I think most would.
Maybe about half would.
No, most would not.

I don't know.

; tell their friends that the other teacher is hexd
to gat along with?

Yes, I think most would. .
Maybe about half would.
No, most would not.
I don't know.
Suppose you are in a comwaittee meeting with Teacher X
and the other members begin to describe their personal
feelings about what goes on in the school. Teacher X
quickly suggests that the committee get back to the
topic and keep the discussion objective and imparsonal.
How would you feel toward X?
I would approve strongly.. " -
I would approve mildly or some,
I wouldn't care one way or the other.
I would disapprove mildly or some.
I would disapprove atrongly.

Bupposa you are in a committee meeting with Teacher X and
the other members begin to deseribe their personal feels
inga about what goes on in the school., Teacher X liatens
to then and tells them his own feelings. How would you
feel toward X?

I would approve strongly.

I would approve mildly or some.

I wouldn't care one way or the other.

I would disapprove mildly or soae.

) I would disapprove strongly. - ——
Suppose Teacher X wants to improve his clasarooa effectives
ness. In Teacher X's place, would most of the teachers in
your duilding . . &

« » o 88k another teacher to observe his teaching and
then have a conference afterward?

Yes, I think nost would 4o thias.
Maybe adout half would 4o this,
No, most would pot. .
) don ¢ Xxnow,




6.

7

8.

« « « a8k other teachers to let him (Teacher X) observe

.+ how the other teachers teach, to get ideas how to improve

his own teaching?

Yes, I think most would do this.
Maybe ahout half would do thia.,
No, most would not.

I don't Xknow.

+ « « have u fiea and open discussion with his atudentl
about nis teechingt

s Yes, I think most would do this.
Maybe asbout half would do this.
s No, most would not.
I don't knew,

« » o a8k the principal to observe his teaching and then
have a conference afterward?

Yes, I think most would do thia.
Maybe about half would do this.
No, most would not.
I don't know,

]

Cuppose Teacher X disagrees with a procedure that the prine

- e¢ipal has nutlined for al) to follow. If Teacher X were

to go and talk with the principal about his disagreement,
how would you feel about i¢%

, 1 vould approve strongly.
( I-would approve mildly or aone.

I-wouldn't care one way or the other,
E I would disapprove mildly or some.
I would disapprove strongly.

Suppose Teacher X disagrees with & procedure that the
principal has outlined for all to follow., If X were to
say nothing but ignore the principal's directive, how

' duld you feel adout it?

s
VI would approve strongly.
I would approve mildly or some.
I woulda't care one way or ti2 other.
I would disapprove aildly or some.
I:would disapprove strongly.

Suppose Teacher X develops a particularly useful and effece
tive method for teaching something., If X were to deseride
the method driefly at a facully meeting and offer to meet
further with wvbomtedtoknw-ou.hwvo\ndm
fesl about 1t?

( ) Iwould approve strongly.




I would approve mildly oxr some.

I wouldn't care one way or the other.
I would disapprove mildly or some.

I would disapprove strongly.

Faculty meetings provide ong of the mocst frequently urid forums
for interaction and decision-making. Norms develop around faculty meete
ings, too. There are understood rules about what is appropriate to
bring up for discussion or how problems get talked about or dealt with,
The following instrumeni provides a means for assessing some of these
norms about faculty meetings. .

TNSTRUMENT #10

MEETINGS

You win probably agree that school systems hold alot of
meetings, such as faculty meetings, committees, administrative
starf uetinga, Board sessions, department meetings, aml the
like.

We are asking you to focus on the neeting.

Now pleasse consider what usually or typically happens
in this meeting. For each of the items below, please circle

the appropriate number. .
Alzost " Some- Alnost
Alyays Often times Seldoa Never

1. ¥hen prodblenms

come up in the

meeting, they

are thoroughly

explored until

everyong undere ;

stands wvhat the : )

prodlea 1is. 1 2 3 b .

2. The firast solu- /
tion proposed {
is often accepte '
ed by the group, 1 2 3 b 5

3. People cone to
the meeting not .
knowlng what is ‘
to be presented
or discussed. 1 2 3 4 5

be S SRR B4
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Almost Some- Almost
Always Often times Seldom Never

L, People ask why
the problenm
exists, what
the causes are. 1 2 3 b 5

5. There are many
problems which
people are cone
cerned adout
which never get

on the agenda. 1 2 3 b 5
6., There is a ten- /

dency to propose

answers without J

really having

thought the prodbe
lem and its causes
through- carefully. 1 2 3 N 5

D
7. The group discuse
ses the pros and
wons of eeveral
different altere"
nate 2olutions
to a prodlea, 1 2 3 L 5

1
8. People bring wp
extranegus or
irrelevant mave
tera, - 1 2 3 ll 5
9. The average pers-
son in the meete
ing feels that
his ideas have
gotten into the
_discussion. 1 2 3 ] 5
. It
10, Someone swumarises
progress fron time
to timed by 2 3 b 5

11, Decisions are of-
ten left vagueee
as o what they
are, ard who will
carry thea out. 1 2 3 h S

R T
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Almost Soma=- Almost
Always Often times Seldom Never

12, Either before
the meeting or
at its vegiim-
ing, any group
member can cas-
ily get items
on to the agenda. 1 2 3 Yy 5

13, People are afraid
to be openly cerit-
ical or make good
objections. 1 2 3 4 5

1k, The group discus-

8¢3 and evaluates

how decisions from

BeRlaqig pyetavee 1 2
15. People do not

take the time to

really study or

define the prodbe- !
lem they are worke
ing on. 1 2 3 [ 5

16, The same few peoe
ple seem to do
most of the talke
ing during the
meeting. | 2 3 h 5

17. People hesitate
to give their
true feelings
about probleas
which are dfscus-
sed, | 2 3 b 5

18. When a decision
is made, it is
¢lear who should
carry it out, and
vhen, 1 2 3 b 5

19, There is a good
deal of Jjumping
froa %“opiec to
topleeait's often
unclear vhere the
group is on the
agenda, 1 e 3 } 5
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Almost Some- Almost
Always Often times Seldom Never

20, From time to time
in the meeting,
people openly dis-
cuss the feelings
and working relation-
ships in the group. 1 2 3 4 5

21, The same prodblems
scem t0 keep coming
up over and over
again from meeting
to meeting. 1 2 3 L 5

22, People don't seem
to care about the
meeting, or want to
get involved in it, 1 2 3 L 5

23, When the group is
thinking about a
prodblem, at least
two or three dife
ferent solutions
are suggested. 1 2 3 4 5

2h, When there is dis- /
agreement, it tends
to be smoothed over

or avoided. 1 2 3 4 5
25. Some very creative

golutions come out

of this group. 1 2 3 b 5

26, Many people remain - :
silent. _ 1 e 3 4 5

27. When conflicts over
decisions coate up,
the growp coes not
avoid thea, dut
really stays with the
coufliet and works

it through, 1 2 3 b 5

28, The results of the
group's work are not
wvorth the time (¢
takes., b 2 3 b 5
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Almost Some~ Almost
Always Often +imes Seldom Never

29, People give their
real feelings about
what 18 happening
during the meot-
ing itself, 1 2 3 b 5

30. People feel very
committed to carry-
ing out the solu-
tions arrived at
by the group. 1 2 3 4 5

31. When the group is /
supposedly working
on a problen, it is ’
really working on
some other "under .
the table" prodlem. 1 2 3 b 5

32, People feel anta-
gonistic or nega-
tive during the
meeting. i 2 3 b 5

33. There {s no follow=
up of how decisions
reached at earlier
peetings worked out
in practice. 1 2 3 b 5

34, Solutions and deei-
sions are in accord
with the chairman's
or leader's point
of viey, but not
necessarily wit: the
menders'. 1 e 3 [ 5

35. There are splits or
deadlocks between
factions or sude
§roups. b 2 3 b 5

3%. The discussion goes
on and:on without
any decision deing
reached, p 2 3 . b 5

37. People feel satis-
fied or positive
during the meeting, ) 2 3 y S

[N
r
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Meetings vary according to their primary focus of atten-
tion. They may be mainlty focused on information-giving
--making announcements, explaining plans or rules, deal-
ing with routine matters. Or they may be mainly focused
on problem-solving~-discussion and decision, working out
answers to problems on the spot.

38. Thinking now of the meeting you have been describing,
check the appropriate phrase. Most of the time is spent
om .+ ¢

information-giving problem-solving

39, Now, still thinking of this meeting, where should most
of the time be spent? Check one. « .

information-giving problem=-solving

The faculty may wish to exaimine the range of individual scores,
and it may wish to compute an average (mean) score. A discussion of
individual items of the instrument mey stimulate an examination of
some of the practices which could be improved.

The instruments presented in the preceding pages are designed to
obtain two types of information; staff members' perceptions of the way
others typicelly feel or behave; and how the individual himself typical-
ly feels or behaves in a given instance. 'vhe instruments present dif-
ferent examples of item content, item format and the way in which staff
members are asked to respond.

-
134

Case Study

Staff members in an elementary building expressed dissatisfaction
and frustration with a lack of commitment and follow through on agree=
ments and decisions. This appeared to be true for staff meetings as
well as less formal working agreements between members of a committee
or sub-group of the staff. It seemed that quite often, after a decision
or agreement had bzeii reached, members were dissatisfied with the arrange=
ments or did not:follow through in implementing the decisions reached.

A committeenof the staff met with a consultant to review the sit-
uation and develop ways of improving working relationships in the
building. From these discussions it became apparent that committee members
had quite different perceptions of the way people worked together in
the building and of what they individually wanted as a good working
situation. Three major questions were raised as a focus for inquiry:

1. How do staff members think we typically work together?

2, How do staff members individually feel about the way we work?

3. Why are‘our decisions and agreements 'orten not accepted?

4

| -



-6~

Since the focus in these three questions was the way staff membexs
worked with each other, it was agreed ,that information about norms
which influenced their ways of working togetner would be helpful.
The instrument selected for use was "Do's and Don'ts". It was administered
to all staff members at a regualr staff meeting. After the purpose of the
instrument was explained, each member was asked to complete the items
as directed.

Staff members' responses to each item were recorded. Items
which pertained specifically to the disgnostic inquiry questions were
then examined in greater detail. For example, the responses to item
1k, "Keep your real thoughts and reactions to yourself, by and large"
are presented in Table 3. /

A\,

N . .

One staff member did not respond to this item, and one staff member
did not check his own feeling. Looking at indications of the way staff
mexbers feel about this item, we see that four checked "Should", nine
checked "Should not", and two did not indicate. In terms of the fifteen
people responding to this item 23 per cent of the staff prefer "Shouid",
meaning that they feel that you shonld keep your real thoughts and
reactions to yourself, by and large. Whereas, it is perceived that
48% (Column 1) would have said should. Sixty per cent of the staff
felt that you should not. Roundirg the percentuges off, we note that
individual preferences are as follows:

(1) (2) (3)
Should Should Not ‘No Indication
30% - 60% o 10%

If we compare Lhis percentage distribution with the estimates pro-
vided by staff menbers sbout the others in the building, we can note
the degree to which individuals' perceptions c{ other staff members’
feelings on tbis itum are accurate or not.

The parceptions regarding the number of staff members who feel
you "should" or !"should not" keep your real thoughts and reactions
to yourself are quite inaccurate. Only three estimates are close to ‘the
30, 60, 10 per cent distribution--those of teachers number 2, 4, and
6. Seven teachers estimated that from 65 per cent to 85 per oent felt
you should keep your thoughts to yourself; less than 35 per cent of
the teachers indjcated that they themselves felt that way.

L
Implications and Action Alternatives

When the responses to item 1l are considercd in conjunction with
data from other relevant items, it becomes evident that staff members
are not very clear about how others feel about the way work is typically

B A a ' ) S '
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TABLE 3

STAFF MEMBERS' ESTIMATES OF THEIR PEERS' REACTIONS TO THE NORM,

"KEEP YOUR REAL THOUGKTS AND REACTIONS TO YOURSELF"

Staff Pexr Cent Per Cent
Member Who Would Who Would
Feel That Feel That How Do You Feel?
You Should Should Not
1 L5 55 -
) 2 25 5 Should
3 B - “.
L 35 65 Should Not
] 15 85 Should Not
6 25 75 Should Not
7 75 25 Should
8 65 35 Should Not
9 80 20 Should
10 15 85 Should Not
11 65 35 Should
12 75 25 Should Not
13 85 15 Should N<.>t
U 65 35 Should Not
15 15 85 Should Not
Principal Ls 25 -
Means vl&8 51 22.50
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done. The degree of discrepancy between perceptions about the staff
and individual's feelings reveals a considerable degree of mutual 1g-
norance and a lack of clarity about building norms.

The data answer the first and second inquiry questions., The third
question is not as directly answered by these data. Since the responses
to item 14 are perceptions and not indications of behavior, it can
only be hypothesized at this point that staff members are inclined to
withhold thneir "real thoughts and reactions". It is likely that, since
about half of the staff perceive the majority as feeling this way, the
norm is not to share thoughts and reactions when decisions and agree-
uents are being made. If this is true, then staff members will be .
dissatisfied. They will probably lack commitment, since the decision

or agreement does not reflect the way they think and feel about the situation,

The immediate next steps would appear to be sharing the data with
all the staff memters and providing time for study and discussion.
The staff can then examine the consequences of these norms which produce
dissatisfaction and low productivity and plan corrective action.
During such study and discussion of the building norms, other inquiry
questions may be developed which require diagnostic data collection
in other areas of staff relationships.

b I
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CHAPIER VI
HOW DO WE USE. ONE ANOTHER'§ RESOURCES ?

School staffs seldom share new ideas and practices. Staff members
often do not know what others are doing. Each faculty member is deeply
immersed in his own classroom, spending long hours preparing and teache
ing, finding little time or energy for communicating with colleagues
about professional matters. In most schools, even when teachers are
aware of what others are doing in their classrooms, they spend little
time actively sharing ideas,

Certainly, the sharing of new practices in education is not easy,
but new forms of sharing and mutual stimulation among teachers can be
developed. The instruments in this chapter may encourage school staffs
to make more efforts to serk, share, and try out new teaching practices.

Examples of Hindrances to Sharing

A number c¢f factors hinder the sharing of staff resources in a
school faculty. Some of these are: 51; the innovative idea may be
difficult for other teachers to use, (2) the physical arrangements,
lack of time, and administrative responsibilities keep teachers from
sharing, (3) characteristics of the social structure of the school make
it difficult for sharing, and characteristics of the individual teachers
affect sharing. . We will describe through examples how each of these
factors can inhibit sharing of new practices.

The New Idea May Be Difficult for Others To Use

Some examples are:

"

(1) Teachers often see new practices as working well in other class=
rooms but as not capable of working in their own. This is especially
true when the teacher views the practice as not meceting the needs of
his students or as not facilitating his own goals. In oxrder for a
practice to be used effectively by a teacher, he must view it as satisge~
fying the needs of his students or his goals.; This should be taken into
consideration in. any attempt to increase teachers' sharing of new
practices. " : '

i ¢
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(2) Teachers are very busy peopl2. They usually have strong
desires to improve but at the same time have little energy to make -
major modifications in their work. If a new practice requires a great
deal of time, energy, and new sgkills, it will be difficult to pass on
to others.

(3) Teachers expose their values and personality constantly in the
classroom. Indeed, teaching dffers significantly from fields involv=
ing physical and biological technology primarily because new practices
in teaching have to be filtered through a teacher's values and per=
sonality before they are operational. It's relatively easy for a
farmer to change the kind of seed he uses or the way he plants, with-
out changing his values or personality. The teacher, on the other
hand, who is asked to use groups more and to increase student pratici=-
pation by talking less must confront his values and personal needs.
Some teachers may not want to do this.

(4) Teachers will be less likely to try a new classroom practice
if new facilities are needed before the practice can be used. In the
first place, teachers usually lack the organizational influence required
to get the new facilities quickly. Even if they are available, there
i8 reluctance to use them because of the time and energy needed to
set them up. Teachers may agree to try a new practice involving new
facilities if a competent aide helps.

(5) Perhaps the most frequent inhibition to sharing new practices
is the perception that nothing is very new or different anyway. Some
teachers believe that all worthwhile practices have been tried already
and that sharing ideas is a waste of time. Anything unique is seen as
working for only a very few teachers or student groups.

The School's Physical Arrangements Make It Difficult for Sharing

Examples are:

(1) In most elementary schools, teachers have no time to get
together to discuss new practices because they are with the children
throughout the day. Time often is available in high schools, but
generally teachers do not share free periods with others in their depart-
ment or special area. Schools generally are structured so each
individual teacher is expected to carry out his own tasks., He 18 sep-
arated from his colleagues except for dbrief, informal contacts.

(2) When teachers are not working with students, they quite often
are preparing class plans, grading papers, or carrying out clerical and
administrative duties. These extra work pressures also mitigate against
discussing new ideas with colleagues. '
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(3) Classrooms are physically separated one from the other. Often,
tcashers use only one or two rooms in the school. A staff member's view
of the staff is restricted by his lack of mobility around the building.

The Social Structure of the Faculty Often Decreases Sharing

Examples might include:

(1) Patterns of social relationships emerge in faculties that often
make sharing difficult. Teachers build friendships in small clusters
or sub-groups. Sharing of new ideas is done reasonably well in the
friendship clusters, but not between them., Quite often sharing doesn't
evz:n occur in the friendship clusters because of group norms which
reinforce privatism and isolation.

(2) In most schools the reward system does not support experimente
ation, and the administration doesn't know what valuable or poor things
are going on in the classroom. This may be interpreted to mean that
those teachers who don't "rock the boat" move up fast,

(3) specific relationships between principal and teachers can
facilitate or inhibit sharing. Many principals often discourage a teacher's
deviating very far from how others are doing things. Other principals
encourage teachers with similar teaching interests to get together and
hope that teachers will try the 'way-out things."

Some Personal Characteristics of Teachers Keep Staffs from Sharing
Examples are:

(1) Some teachers are highly dogmatic end rigid. They are afraid
to try new ideas which may alter th=+ir usual teaching style.

(2) some teachers have & provincial point of view. They do not
travel very much; they go to few professional meetings, have stopped
taking ciasses, ‘and do not read much, They teach as they have been for
years. Most of their time is spent in family commitments or in pure
suing other interests. Such teachers have little motivation to share
with other teachers. .

Inquiry Questions

The school staff that wishes to become wore innovative may ask
some of the following questions:

~

What new ideas and practices are there that I should know about?
How do my practices measure up to the 1ateat things?
)

4
'
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What might we do as a staff to increase teacher discussions about
innovations? Is there any procedure available for recording innovations
and getting them around to other teachers?

What is going on in other schools in our district? How can we be
in touch with others who are innovating without spending a great desal
of time away from our students?

Instruments for Collecting Date

The gquestionnaires offered here facilitate staff sharing about new
practices more than they help disgnose how innovative the school is.

ENSTRUMENT #1

CLASSROOM INNOVATIONS

We are interested in Xnowing of classroom innovations
wnich you have invented, discovered, or tried in your classe-
room. This is not meant to include new programs adopted by
the school system, such as modern math, but rather your own
classroom innovations.

1. Please think of the various innovations which you have
tried out in your own classroom during the past year.

Please check one: I have tried sonme,
I have tried none.
{If 80, please skip to question 8)

We would like you to consider the new classroom practice
which you regard as most significant or interesting. Please
desceribe it briefly. What specifically did you do?

- [
.
’ a

H

2. The classroom practice you just describved can be "original
with you" {i.e., you invented it), or you “got it from some=-
where else.” Pleagse check below the position that best des-
¢ribes your practice.

‘Original with me (to the best of my knowledge).
Got it somewhere else and mad; major changes.

<
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Got it somewhere else and made minor changes.
Got it somewhere else without making changes.

3. If not totally original, where did you get it? (Check
as many as apply.)

Teacher in this school.
My principal,
—__ Magazine or journal.
Workshecp, conference or institute.
— . My department head.
—_ Book.
. Student,
. Local curriculum materials.
— . Teacher in another school.
e Outside consultants
— University class.
Supervisor, coordinator, curriculum worker.
A parent,

Guidance or psychological service worker.
Other

(Please specify)
L, How did you hear sbout it? (Check as many as apply).
—___ Formal explanation.
—_ Informal conversation. "
e Observed it in use.

' Special demonstration.

Audio-visusl (film, TV, slides, tape, eto.)

1
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Written account,

Other

(Please specify)

5. As far as you know, to what extent is the practice you
descrived being used by other toachera? (Please check one. )

To a great extent.

Quite & bit.
To some extent.

A little.

| |

Not at all.

6. How often in the past year have you told other teachers
about this particular classroom practice? .

Never
Once or twice.

- Several times,

N

Often.

T. To what extent are you likely to use this practico you
have Just described again?

To a great extent,
Quite a bit,

: To some extent., '

~-

A little,

—___ Not at all.
8. To what extent do you feel you know what new practices
other teachers are using to improve pupil learning in their
classrooms? -

—_— 'i‘o a great extent.
_ RQuite a bit.

To some extent.

A llttle.

Not at all.

i
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9. Looking at yourself as a teacher, how much time and eneryy
do you put in on classroom innovations--ones you have invented
or diccovered?
A lot,
——_ Quite a bit.
Some.,
A little.

None.

10. During this past year, about how many classroom innovae
tions would you say you have tried cut?

e O-l time
2.} tipes
— . 5-8 times
—9-12 times

13 or over

It may be of interest to find out how many of the teachers have
had something to do with the more commonly-known ianovative practices:

A

{INSTRUMENT #20)

HAVE YOU TRIED IT?

Here is a 1ist of some new or unusual classroom teaching
practices. For each practice, proceed as follows:

1. If you have not heard of this practice, circle "No" in
the first column and skip to the next practice.

2, If you have heard of the practice, circle "Yes", and
check each of the columns across that apply to you and
leave the rest blank,

3. Fill in the last column with the number of teachers in
yowr building that you know have tried the practice.
Put gero if nobody has, A i

L




Have
tried No. of
Have it but Am teachers
con= do not using inmy
Have sider= use it it building
heard ed try-~ regu- regu- who have
of it ing it larly larly tried it

1. Pupil parti=-
cipation in
curriculum plan- No
‘ning. Yes

2, Pupil parti-
cipation in class=No
room planning. Yes

3. Having pupils
work in small " No
learning teams. Yes

4, Role playing
(acting out sit- No
uations). Yes

5. Use of game No
to aid learning. Yes

6. Pupil reace
tions to class-
room climate via No
questionnaires. Yes

7. Pupil partici-
pation in dev-
eloping classrocm No
rules, 1 Yes

8. Group dis-
cussion of prob- No
len behavior, Yes

9. Involving
pupils in com- No
munity projects. Yes

10. Curriculunm

units that pro-

mote skill in

interpersonal No

relationships. Yes
K ?

. 1




e TN e AR € e R g S g

-87-

Have
tried No. of
Have it but Am teachers
cone do not using in oy
Have sider- use it it building

heard ed try- regu- regu= who have
of it ing it larly larly tried it

11, Community
pool (utilizing
local citizens

as resource No
personnel,) Yes
12, Pupils as

helpers or tutors No
of other pupila, Yes

The following instrument may be helpful in gaining a deseription
of a ¢lassrooa innovation.

INSTRUMENT 21

WHAT'S NEW IN YOUR CLASSROON!?

What sorts of new things are going on in your classrooat
Help us to understand these innovative practices by respond:
ing to each of the following questions with as much detail
as possidble.

1, Pleese descridbe the most significant one of your new
practices. What specifically do you dot

2., What kind of prodlea regarding ltudento' learaing are
you tryitg to solve?

3. What a.re the goals of the pragtice?

4, Does the practice require any special training or pres
paration on tho teacher's part?

5. Does the practicy require any special equipment or
fseilitiea?

6. Are thero any special difficulties oe operating problems?

7. Wnat pitfms should the interested teacher 1ook out for
before trying the adove practice?




Another open question instrument can be used to find cut some-
thing about the communication of innovative practices:

PERCEPTIONS OF THZ CLASSROOM INNOVATIONS OF OTHERS

What sorts of new things do you ¥now that others in
this building are doing in curriculun?

What sorts of new things do you know that others in
this building are doing in group processes?

What sorts of new things 4o you know others are doing
with audio-visual aides?

Would you like to have d.isoussions ‘with any of these
personst If so, which onea?

When staff members do not know about or agree with one another's
values and goals, they spend a large amount of energy in interpersonal
conflict. When a staff increases the clarity of values and goals, per-
ceived disngreenents often disappear and sharing of new ideas incrcases.
Group procedures ara needed to exploru goal differences, to help the
staff become more accurate about them, and to assist staff memders to
become open abaut differences,

The instr\ment thut follows can be vsed to elicit teachers' judge
ments on where their energies should be placed. The results can de
used to initiate groups for working on nev classrooa and 8¢hool systea
innovations,

(
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EDUCATIONAL GOALS

: <
Rank order the folloving goals acoording to their iapore
tance for:your school systea during the next few years., Do
; 1 : H
N '
[ X
*

[



the ranking from your personal point of view. Put a "one"
by the most important, a "2" by the next most important and
s0 on until you get to "10" for the least important.

1, Reducing the dropout rate.

2. Improving attention to basic skills in the first three
grades.

3. Improving attention to physieal health and safety of
T students.

4.____Increasing children's motivation and desire to leara.

5e Improving learning opportunities for disadvantaged
children.

6. Increasing the percentage of college attention by
seniors.

7. Improving diseipline and the behavior of "difficult"
children.

8. Improving the quality of student academic achievement
at all levels.

9, Improving children's adherence to moral, ethical, and
patriotio standardas,

10. Inproving learning Opportunitiea for gifted or talented
~ children.

Several open-ended questions can be used to diagnose vhat staff
members hope to be learning and doing over the next few years:

PERSONAL IMPROVEMENT GOALS

1. What skills would you like t¢ develop during the next
few years?

2. What topicas do you feel are important to cover in ine
service training sessions?

-




3. What knowledge about students would you like to have?

L. What new ideas about teaching and learning would ysu like
to study during the next few years?

INNOVATIONS IN THE SCHOOL SYSTEM

Many school systems are trying out new educational prace
tices on a system-wide basis. A number of such practices are
listed below, Please read through the 1ist, then answer the
questions on the following pages.

A, Independent study. Regularly scheduled work by individual
pupils with a ainimum of teacher direction.

B, Language laboratory. Audio equipment arranged to permit
individual mezbers of & c¢lass to hear speech, practice

speaking, and hear playback.

C. Non-graded classes. Pupils are assigned to classes on the
basis of ability, without regard to traditiona) one-year
steps.

D. Muti-graded classes., Pupils traditionally assigned to
one of two or three sequential vertical grades are assigne
ed to single classes coaprising two or more grade levels;
work in various subjects is determined by the individual
pupil's adility vithin the limits of the gradeespan,

E. Schools-within-a-school. The organigzation within a physie-
cal unit of two or more partially autonomous "schools,”
each with its own adainistrative, supervisory, and teach-
ing personnel and pupils; all "schools® may be under the
leadership of a single person, however.

F. PSSC ' sies. The curriculum uteriho and teaching prage
tices developed by the Physical Science Study Cosmittee,

0 Teun teaching. An arrangement in which two or more teache
ers plan and execute together the inatructional progrea
for a numdber of pupils, generally in the same or adjoine
ing roams. :

¢
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Teacher sides. Regular employment of personnel to assist
the teacher in the classroom in administrative or other
non-teaching functions,

Lay readers. Regular employment of persons to assist the
teacher in reading and grading the written work of pupils.,

Programned instruction. The use of educational material
8o designed that each pupil works at his own pace through
sequential steps, receiving immediate indfcations of the
correctness of response he has given to programmed qQues-
tions, Msy or may not involve mechanical devices or
"machines",

HWork experience programs. Programs in which students,
while in school or on vacation, undertake employment,

under school guidance, directly related to their educa-
tional courses.

fnstméticnal television, Regularly scheduled in-class
viewing of televised instruction, coordinated with ine
struction on the same material by the classroom teacher,

Flexible scheduling. Situation in which olass size, length
of class meetings, number and spacing of olasses are

varied -according to an assossment of the nature of the
subject, type of instruction, and ability and interest of
students., .

Modern math, Any of several mathematics curricula (and
materiale) stressing newer eoncegts and designed around
the "structure of the diseipline™.

}“oreigg: language in the elementary gchool Regularly
scheduled instruction in a foreign langusge (one or more

times a week), in the grade-level span froa 1 to 6.

uter scheduling. Allocation of students to classes in
the secondary school using an electronie computer.
L8 [
Qurriculun council. A scheolesystem-wida group of pro-
fessional personnel which engages imicurriculua planning
and co-ordination, €
1/t/a. ; The Initial Teaching Alphabet, & phonetically
constant alphabet of convential letters and symbols used
for early teaching of reading.
: 1 :
Open enroliment., Peraission for pupils to attend a achool
building of their ¢hoice, even though it is not in their
residential area.

o~ Ny b
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T, 8 mm sound film, Movie f{lm half the usual width, used in
pupil-operated cartridge-loading projectors.

DIRECTIONS: In the first column, circle the "YES", "?", or
"NO" to show whether the practice is being used in the school
systemn, to the best of your knowledge. Use the "?" if you
are not sure. If you circled "NO", skip to the next practice.

If you circled "Yes™ or "?", go on across the row circ-
1ing the answers that apply.

Being used Do¢s it Are you Skould it be

Titie of in this affect using it continued in
practice system? you? directly? the system?

A. Independent

study ) Yes ? No Yes ? No Yes 7 No Yes % No
N ‘

B. Language

laboratory : Yes ? No Yes ? No Yes ? No Yes t No

y
C. Non-graded
classes - Yes ? No Yes ? No Yes ? No Yes T No

D. Multigraded -
claases . Yes ¢t No Yes ? No Yes t No Yes ?t No

En schOOIS"'yith‘ -
inea-school Yes ¢t No Yes ? No Yes ? No Yes ? No

F. PSSC Physics Yes t No Yes ¥ No Yes ? No Yesz % No

1

-

C. Tean teach-
ing K Yes 1 No Yes * No Yes t No Yes ? No

H. Teather aide
es ' Yes ? No Yes t* No Yes ? No Yes ? No
&

I. lay readers Yes ? No Yes ? No Yes ? No Yes ? No

o
J. Programmed 4
instruction Yes ? No Yes ¥ No Yea ? No Yes ?t No
K
K. Work Expere £
- dence progreas Yes t No Yes ' No Yea ? No Yes ? No
¥
L. Instructional . £

television Yes t No Yes * No Yes ? Ko Yes ¥ No
: t t

¢ H




Being used Does it Are you Should it be
in this affect using it continued in

system? you? directly? the system?
M. Flexible
scheduling Yes ? No Yes ? 40 Yes ? No Yes ? No

N. Modern math Yes ? No Yen ? No Yes ? No Yes ? No

0. Foreign

language in the

elementary

school Yes ? No Yes ? No Yes ? No Yes 7 No
P, Computer

scheduling Yes ¢ No Yes ? No Yes ? No Yes ? No
Q. Curriculum

council Yes 7 No Yes 2 No Yes ? No Yes ? No
R, 1/t/a Yes T No Yes ? No Yes ? No Yes ? No
8. Open enrol-

lzent Yes ? No Yes ? No Yes ? No Yes t No
T. 8 ma gound

Min Yes ¢ No Yes § No Yes ¢ No Yes ? No

Now, look at the liat of practices you have just gone
through and gelect the ong that affects you most in your
work. _

The name of the practice is

1. To what extent were you consulted in' the decision that
was made to start using the practice ia your school systea?

To a great extent
Quite a bit

e To some extent ‘

A 1ittle

Not at all

“

2, To what extent do you think there was & clear educational
need or prodlea in the system, which this practice would
help to meet or resolve?

u
70 & great extent

) éu\ito a bit

L]




3.

L

5

6.

“9lj=

To some extent
A little
Not at all

How much do you know about how this practice is being
used in the system?

____ To a great extent
e Quite a bit
v To some extsnt
A little

. Not at all

Are yoﬁ involved in using this practice yourself? Yes __
Ko

On a trial basis? Yes __ _
No

Oon a régular, routine basgist Yes
No

L)
©

How much has this practice been changed and modified dur-
ing the time it has been tried out in the system?

. Not changed at all
—— CGhanged a 1ittle
——— hanged some
—— Changed a lot
e Changed completely
Do you lthink that this practice is a good one?
e Yery good
— Quite good
_;____ ;Mhat good 1
—— Not too good
— Mot 100 govd at all

4

3

a




7.

8.

9

10,
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What do you think should be the future of this practice in
the syatenm?

It should be increased a great deal,
It should be increased.
It should be carried on about as is,
It should be decreased.

It should be dropped from the system.

Have you, within the past year, had some idea for an in-
novation which you believe would improve the working of
your school or school systum (beyond your own ¢lassrooa)?

Yes

No

What educational need or problem !a there in the system
which you feel your idea would help to meet or resolve?
(Desoridbe driefly).

To whom did you communicate your ideat (Check as many
as apply.)

Teacher in my dbuilding
‘feacher in another building
Ny principal

Ny department head
Supenrisor. coordinator, eurrioulm worker

——e Student

e Superintendent

——_ Board nesber

— (:Lntral office adainistrator
Parent




Guidance or psychological service workex
. Other

(Pleasa specify)

11, Was your idea tried out in your school or the school
system?

Yes

It's being considered

No, it was considered and turned down
No, it was not even considered

I don't know

The rollo\ling instrument provides a means of gaining from the
faculty some perception of how innovative thoy see their school.

INSTRUMENT # 26

PERCZPTIONS OF THE SCHOOL"S INNOVATIVENESS

How 40 you feel about this school's level of innovative-
ness in each of the following areas?

HIGH | MIDDLE | LOW
1, curricx;lun

Y
2, New Jobs or duties (e.g:, tean teach-
ing)

3 Bquipnént, maintenancs, TV, audio-
visual

4, Program evaluation, quality control

5. Sociml relations between teachers and
pupile . . &

6. Nev sharing of power or innuoneo
aRONg MOre pedple

7. Organizational structure
8. Oomsunigation modes

}

=t



HIGH | MIDDLE | LOW
9. New training for personnal .

10, New attitudes or norms

11, New methods of solving problems or
making decisions

12, New committees, channels, conference
groups, etc.

13, Would you like to see your school innovating more in any
of the above areas?

If yes, which ones?

What areas would you personally like to innovate in? Be
a8 specific as possidlol

What resources would you need to try the new practice?

Case Study

It is our experience that most school faculties are frustrated
about not sharing resources more effectively., Most teachers bvelieve
their colleagues have a great deal of help to offer, but few know how
to get the help., Effective change toward more sharing must involve
an organizational change program. The following elementary school
decided to take steps to diegnose its situation and to initiate steps
toward improvement.

The Probdlen

Teachers at the Smith Elementary School felt isolated from one
another. They wanted to talk more about their objectives and procedures.
Unfortunately, no formal time could de set aside for this. There was
::nsiderable confusion about vhat the teachers really wanted to talk

out.,

Inquiry Questions

The following questions guided a saall group of teachers and the
principal in their investigationt

1. What are th; major objectives toward which we are working ia this
school? ¢ ¢

2. On what would we nost 1ike to work together as & ataff?

3. FKow do staff nembers viev the adalafistration's position on the
school's objeetives?

k. ¥What are the adainistration's objeotives for the cducation of
youmsteu in this school? 3 .
a s

R T



Instirunents Used

Instrunment #23, "Educational Goals" was used. Each teacher filled
out that instrument twice. He stated how he saw the school's objectives,
and he deseribed how he thougnt the principal saw them. The principal
also filled out the instrument on hos he saw the objectives. The com-
nittee of teachers which initiated this data collection felt that goale
setting and clearing up confusions around it would help the staff to
set future agendas for sharing and prodblem solving.

Orpanization of the Data

The data were organized in two ways. First, the committee rarked
the goals according to the votes of the teachers. The order that
energed was &s rollows:

First: Goal #8, "Izproving the quality of student academic achieve~
ment at all levels. REighty-nine percent of the
teachers ranked this goal statement in the top
four,

Second: Goal # "Increasing children's motivation and deaire
to learn.”" Bighty-four per cent of the teachers
ranked this goal statement in the top four.

Third: Goal #20 "Improving learning opportunities for gifted or
. talented children." Sixty-three per cent of
teachers ranked this in the top four.

Fourth: Ooal #2 "Improving attention to basic skills in the first
three grades.” Fifty-three per cent of teachers
ranked this f{n the top four.

Other pereéntages of teachers' votes are deseribed in Figure k.

A second type of analysis fnvolved coaparing the teachers' actual
rating and their estimates of the principal's responses with the prine
cipal's own goal priorities, Figure b also shows these data.

Findings )

The "X's" in the Figure U data deseride the goal statements that
the principal rated in the top four. DNotice that on Goals #8 and f
the principal sgrees with the teachers. But the principal's second
two choices are quite different from those of the teachers., He felt
that goal atatenents #9 and #1 were much more important than the ceachers
did. The principal was interested {n improving children's adherence
t0 zoral, ethical, and partiotic standards and Algo in reducing the
dropout rate. On the latter, only eleven per cent of teachers ranked
that in the top four. . :

3
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Also, it wrs interesting to note how close or distant the teachers!
estimates of titc principal's ratings were from his actual ratings. In
the case of oals #8 and /4, the teachers were accurate. They were not
accurate on goals #9 and #1, however. The teachers estimated that the
principal would rate #2, #10 and #5 most high after #3 and #4. Thirty-
two per cent of teachers did think that the principal would rate #9 high,
but only five per cent estimated #1 as high.

Possible Implications

The staff of teachers at Smith Elementary School were close together
in their perceptions of the top goals (#3, #4, #10 and #2). Their prin-
cipal, however, agreed with them only on #8 and 4. Perhaps some of the
frustrations present on the staff could be accounted for by these differences.
Difficulties in sharing or in finding time for more mutual stimulation
might be alleviated if these differences were confronted and discussed
at a staff meeting.

Furthermore, the teachers' perceptions of the principal's behavior
need to be clarified. They think that he is more interested in goals
#2 and #5 than they are and less interested in goals #10 and #7 than
they are. These differences should also be discussed.

Action Alternatives

Some possible actions are as follows:

1. Present discrepancies &t a staff meeting and have discussion on
these differences.

2. Form teacher committees to work on sharing ideas for goals #3, #,
#10 and #2.

3. See if the principal's interest in reducing the dropout rate can be
incorporated into teacher committees on goals #3, #+ and #2 as a
special issue.

k, See if principal's interests in improving moral standards should
lead to a separate committee including the principal or can be
incorporated into another comujttee such as the one working on #.

e AR B
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INTRODUCTION AND OVERVIEW

Teachers and principals are becoming inercasingly aware of the
importance of the professional climate in their school and its effect
upon their morale, their own personal effectiveness, and the quality
of the educational program in their building. Those who have had
experience as members of several school faculties or who have talked
with members of other faculties know that the climates of differ-~nt
8chool bulldings vary.

~=In some buildings, teachers feel free to innovate; in others,
they know it's best "not to rock the boat."

~=In some buildings, teachers feel they have influence over
program decisions; in others, they are expected to carry out
decisions made primarily by the principal or by the Central Office.

-=In some faculties, teachers share ideas about classroom teach-
ing with each other; in other faculties, teachers keep their
ideas to themselves.,

-=In some buildings, problems get worked on in a systematic way;
in others, there is & lack of systematic problem solving,

A va.iiety of these climate variadles can be identified and
measured,

This set of programmed materiels can help school staffs identify

and measure the variables which effect the climate within schools,
and they can help staffs plan ways to act toward change.

What Led to the Development of These Materials?

In 1965, there was initiated an inter-university project focused
on the study of planned change in educational systems, called COFED
(The Cooperative Project for Educational Development), COPED under-
took to examine and compare alternative models of planned change.
Five university~based teams, establishing collaborative resea.gch and
action relutionships with clusters of near-by school systems,

J’Var:lable is used here to indicate any concept which may vary in
intensity and/or frequency. Thus, we speak of problem solving
a8 & variable because school faculties may 4o it more or less
often and more or less adequately.

2Goodwin, Watson (Ed.). Concepts for Social Change, and Change in
School Systems. Washington, De C.t National Training Laboratories,
1907, .
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One activity was common to all the regional tcams--together they

developed a core set of instruments to measure variables affecting
the capacity of the school system to manage change effectively (or,
as the projeet put it, to become "self-renewing"). These instruments
were administered in all of the twenty-four participating school

. districts, covering a sample of more than five thousand adults and
scven thousand children, This core packege of instruments was originally
assembled as a "net" of measures of specific variables in which one or
more COPED centers were particularly interested. This process led to
a package of cighteen different sub=instruments for adults and nine
for children; seventy-six variasbles for adults and twenty-four for
Childreno

Seven clusters of veriables were covered, These are briefly
defined as follows:

1, Self Renewal. A school or a school system s self renewing
to the extent that it continually reappraises goals, taking into considera-
tion internal and external factors; evaluates its activities; and acts
upon its evaluation., A self-renewing activity is any process initiated
and continued by & school or school system for the purpose of strength-
ening, developing, or increasing its capacity to cope with its en=-
vironment and achieve its goals.

2. Problem-Solving Adequacy. A school or school system solves
problems adequately to the degree towhich it uses skills of:

a. 8canning and problem identification,

b, disgnostic procedures using available information and
gathering what else is needeq,

¢. generating solutions by using all available resources,

d, discussion of alternative solutions,

e. decision making, '

f. - implementation,

g. evaluation and re-cy‘cling these skills,

h. diffusion.

3. Influence. "Again" influence is the degree to which an

individual or group can modify the attitudes and/or behavior of another
porson or of the school or school system. "Perceived" influence is

the degree to which an individual or a group believes they can modify
the attitudes and/or beha.vior of others.

At s ok ik i At
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4, Yearning Atmosphere, A positive learning atmosphere is one

_ in which children or adults; (a) want to learn, (b) are aware of internal
and external nceds, (c) attempt to use internal and externsl resources,
and (d) support others who want to learn,

5. Innovativeness, Innovativeness is defined in the COPED pro-
Jeet as "the number and variety of new and/or untried behaviors attempted
by teachers."

6. Cormunication Adequacy., Communication adequacy is the degree
to which within a classroom, building, school system, or commmunity,
information is transmitted between children, teachers, other adults,
groups, roles, and community with minimal distortion,

7. Relationship Adequacy., Relationship adequacy is defined in
terms of the amounts of liking and trust which exist between persons
and/or groups within the school or school systen.

The internal structure of the school system includes five levels
of human interaction that affect the quality of the learning experiences
for children, Effort was made to geain measures of the asbove=-listed
variables at each of these different levels of interaction, One level
is that of the individual pupil as learner, A second is the classroom
peer group as & sub-culture of children. Third is the level of others
who interact with pupils in creating learning experiences. They are
termed direct workers with children, and could include persons such as
teachers, parents, or peers, Fourth is the level of those who directly
facilitate or inhibit the efforxts of direct worltrs, such as principals,
curriculum specialists, or other teachers, A fifth level is that of
persons who influence the nature of the school system as an organization.
This could include central administrators, such as the superintendent,
or policy makers, such as the Board of Education,

_ These levels might best be shown in diagrammatic form:

FIGURE I
LEVELS OF HUMAN INTERACTION IN THE SCHOOL




Two things came from this large data collection effort which may
ve of particular value for school staffs who arc interested in exame
ining the climate within which their own professional work tekes place.
One is that the rescarch instruments developed to measure the many
variables in the study have proved to be very useful diagnostic tools,
The other is that many of the research findings produced by an ana=-
lysis of the data across many school buildings end school systems are
most Intoresting and can be a stimulus to members of a local building
staff to study their own climate.

We know from experience, hosever, that little effective change
comes from merely examining & set of research generalizations, or
from engaging in data collection efforts apart from a larger problem-
solving process, A principal, for example, who suddenly becones
enthusiastic about measuring his staff's perception of him as an
cducational leader is not likely to lay the groundwork for improvement
of the educational climate by asking all teachers to complete a question-
naire without preliminary involvement. A staff to which are presented
without previous preparation some of the findings from the COFZD pro-
Ject at a faculty meeting some Tuesday afternoon, is not likely to
launch upon an extensive diegnosis of its own professional climate.

Qverview of the Program

The materials which follow have veen designed to provide the kind
of support needed by faculty members as they engage in a series of
in-service traininn activities.

The program consists of two separable parts: the Simulation and
Data Bank Packet and the Problem-Solving Packet, The program may be
used as it 1s designed and get forth here, o1 either the Simulation
and Data Bank Packet or the Problem-Solving Packet could be used
separately.

In part, this decision would be based on the degree of readiness
for self-study of the group to be trained, 1If the group is character-
ized by a concern with its own effectiveness and a sensitivity to
its ovm process, seems open to and aware of data sbout its performance,
and generally seems ready to confront the many exciting, elbeit some=-
times painful, issues iavolved in undertaking the project of organiza-
tional growth and development, this group might begin with the problem-
solving packet,

The packet may be used without an outside consultant. A group
nember, with prior review of the Leader's Manual, could serve as Train-
ing Leader for his group; or two or three members could act as a Train-
ing Committee., Seoveral training alternatives and sequences are ideantified.
The Training Leader or Training Committee should review these alternatives
:nhd solceet those octivities which seam iost relevant and feasible for
8 group. . '



An entire school faculty might launch the program during an in=
service training day; or they nmight chose to devote an initial set of
three after school faculty meetings to the introductory sessions.

A group of school administrators could use the simulation and data
bank packet collectively and support the individual efforts of each
other in collecting and analyzing their own data for the problem-
solving portion of the program, A Department Chairman could use the
progron as a means of supporting his department members' consideration
of departmental changes. A Superintendent could lead the principals
in his system through these training experiences, thereby allowing
each principal experience with the progrem before deciding whether oxr
not it would be useful for his own faculty.

The training program could be used as & starting point for develop-
ing & faculty's self-designed change project. As the start-up event
for & series of in-service training sessions, it could lead into a
process of self=-inquiry for a faculty group: What's going on in our
school? Are there changes we would like to make?

As indicated previously, either part of the program can be used
separately, The Simulation and Data Bank Packet is developed around
data descriptive of COPED-associated schools and provides training in
utilization of data and derivation of action implications arising from
these data. Use of this portion of the program allows the review of
date from school groups with demographic features which parallel and/or
contrast with the school situation of the group in training. Experience
is afforded with analytic questions such &s, Vhat's going on in this
system? What factors maintain this situation? What changes would we
recommend to the system? How might these changes be effected?

The Simulation and Date Bank Packet has been developed with several
learning gains in m¥nd., It is hoped that a school staff might be alerted
to the potential utility of episodic data and the possibility of transe
lating these data intc testable inferences., The Simulation and Data
Bank Packet offers experience and training in the utilization of data
for the purposes of inference develupment as well as inference testing.
Frequently school groups seem lacking in movivation to change simply
because they are deprived of standards or levels of comparison; this is,
they have little or no information about what life is like in other
school situations, Such comparative information may empatrer a greup not
only to identify those aspects of its own life which it values and wishes
to protect, but to pinpoint facets of its life which it wishes to alter
and which may realistically be subject to change. The simple awareness
that the status quo elsewhere is different may relieve the paralyzing
conviction that efforts to change are hopcless. The Data Bank, consisting
of real-life data from COFED schools, provides such comparative information.

The Problem-Solvinz section of the Research Utilization and Action
Progran guides the faculiy members in disgnosis of their own situation




§What's with us? What's going on in our school?), value clarification
How do we feel about this? What facets of our situation would we wish

to change?), problem definition (What change will we work toward? What
resistances do we cxpect to encounter in bringing about this change?),
and action design (What succession of acts will move us toward our goal?
Who will be responsible for these actions? What eritical landmarks will
we look for to determine the ldirection and extent of our change efforts?).

While the Simulation and Data Bank Packet may involve the faculty
for one to several brief sessions, the Problem Solving scetion could
stinulate the development of a process that could extend for an entire
year., If the group really becomes serious about diagnosing its own
professional climate and undertakes to institute some changes, a portion
of each faculty meeting could easily be devoted to the project throughe
out the year., The Problem Solving section is designed to provide a
maximum of flexibility so that each faculty group may draw from it
those resources that are most pertinent to the goals they may have set
for themgelves,

Figure III gives a diagrammatic overview of the problem-solving
process supported by the materials in this section.
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8ESSION 1

II. Sim\atio.. and Data Bank




Sequence of Events

S min

Introduction
OPTION A OPTION B
10 min 10 min

Taped behavioral episode Briefing for role play of two
behavioral episodes

20 min

Presentation of two behavioral
episodes by role play

20 min 16 min
Large group discussion of Sub=group discussion of behavior-
behavioral eplsodes al episodes
15 min

Sub-group reports to large group

General discussion

10 min

Administration of questionnaire
relating to behavioral episodes

. — 10 _min
t Summary and future plans

S min
Completion of post-meeting svaluation
questionnalre
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The dipcgram depicts the sequence of events included in Seszsion )
and lists the suggested time nceded to complete each activity. The
‘deseription of cach ectivity in the boxes corresponds to the hending
for cach new activity desceribed in tho text of this manual for Session
1, It is possidle, after recading the description of each activity, to
refer to the diegram to gain an estimate of the amount of time needed.
There are four possible combinations of activities which the Leader may
follow with a slight variation in time needed, rangirg from one howr to
one and one-half hours. They are:

A 8
Introduction ‘5 min Introduction 5 min
Taped behavioral episodes 10 min Taped behavioral episodes 10 min
Large group discussion 20 min Subegroup discussion 15 min
Administration of question=- 10 min ‘Large group discussion 15 min
naires :
Summary and future plans 10 min Administration of question-
nalres 10 min
Completion of evaluation min
Summary and future plans 10 min
60 min
Completion of evaluation 5 min
70 min
¢ 0
Introduction Swmini+| Introduction 5 min
Briefing for role play 10 min Briefing for role play 10 min
Role play 20 min| | role pray " 20 min
Large group discussion 20 min Sub-group discussion 15 min
Administration of questione .
nalres : 10 min Large group discussion 15 ain
Summary and future plans 10 min Administration of questione
) naires 10 min
Complation of evaluation 5 mln Complation of avaluation $ min
80 aln 90 aln




Objeetives

The three major foci of Sessionl will be to: 1) illustrate
dranatically an aspect of what's meant by the professional climate of a
school building, 2) arouse the interest of the participants by enadbling
them to identify with a typical day-to-day problem, and 3) introduce
the concept that data can be obtuined adbout professional climate
variables,

Materials Necded for Session 1

(The use and nature of these materials will be explained ‘in this
manual in the deseription for Session 1.)

Materials
1, Taped introduction (optional) Provided with packsge
2. Taped episodes, or Provided with packege

(2.a.) Briefing sheets for
role play

Four sheets of each role play
needed for the players=-copies

of each in this manual

3. Enough copies of Questionnaire
about School A and School B for
each participant to fill out,

A copy of the Questionnaire can de
found on page 27-28,

4, Evaluation forms--enough copies A copy of “he form is on page 30,
for each participant to fill
out,

5. One or two copies of Figures 1 Ses Figure 1 and 2 on pages 32-33.

and 2 for subegroup work on

qQuéstionnaires .

Introduction

The purpose of the introduction is to driefly acquaint the partici.
pants wvith the plans, not only for Session 1, dbut for the total progran
as it aay be used in your schools The introduction should not last
more than 5 minutes, Time will be allowed at the end of the first session
for participants to explore further questions they may have about the
ains of the prograa and to offer somé evaluation of their experienca.

If the lLeader feels uncoafortadle adout handling the introduction
hinself, he nay play the recorded introduction provided with the package,
or read tne transeript of the taped introduction printed below without
playing the tape. Instead, the leader may prefer to put the introduction
in his own wvords, in which case he may use the outline provided here and
the tcxt of the roconded introduciion as guidelines, Reaenber to keep
the introduction uvirier’ g0 that the grow) may become involved in the more
adtive part of the sessions as Qquickly as possidle,

Q




13-

Text of Taped Introduction

Outline for Oral Introduction

This progrem is aimed at study- I.
ing the professional climate of school
bulldings, factors which make up
this climate, and scame of the alter=
natives for changing this climate
when change is felt to be needed,

The program starts with those aspects
of building climate having to do with
teacher attitudes and teacher relatione
ships. It is recognized, of course,
that the climate of a school is made
up of other relationships, such as
teacher-pupil interactions. The
school building is part of the

larger climate of the total school
system which will certainly contri-
dbute to that building's professional
climate, These other phases of cli-
mate will undoubtedly be focused upon
later. Teacher attitudes and relatione
ships constitute the "point of entry.”

We know from studies in industry . II.
that people's feelings and relatione
ships affect working efficiency and
productivity, This also applies to
gchool building faoulties.

There are several aspects to I1X.
the study of a dbuilding's climate.

First, factors that define or make
up the professional climate should
be identified, Secondly, in other
words, it is important to determine,
if those factors can de measured,

We raise the question, "Can data be
gathered about those factors to finmd
out what kind of ¢climate we have in
a given buildingt" Next, the data
vhich have been gathered ebout indivie
dual factors need to be related to
the overall question of climate; that
fe, vhat affects what?! For example,
one factor that affects oclimate aight
be peer norms about comittee workee
What are socae of the feelings among
staff menbers towvard the value of
expending energy o serve on cone
mittees and how 4o these noras affecd
the wefuliness or effectivensss of

Program is directed toward
atudy of professional climate.

A, Specifically, teacher

xelationships and attitudes

Importance of professional climate

- Ay Affects working efficiency

and productivity

Aspects of studying climate

A, ¥What faotors make up

climate?

Bs Can they bde measured?

Cs  How can data adout specifioc
faators da related to
over-all climate?

1. What affects what?

2. Bxample of a factor
that affects climatees
peer norms reganrding
comittes vork
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those comittees? Finally, given
our findings about a particular
building climate, we must ask our-
selves, 80 what? Do we think there
are gome aspects of this climate
that should be changed? If this
werc our building, could it be
changed through our own efforts?

The purpose of this program
is to guide the staff through an
exploration of these aspects of the
study of climate, and to provide
someé of the resource materials
participants would need for this
St\ldy .

The plan of this progran ine
cludes two major parts., The first
part, comprised of five sessions,
will provide a brief sequence using
data from two schools to {llustrate
climate differences and problems.

It 18 felt that this is an easier
vay to start than having participants
immediately begin to grapple with
the reality of their own problens,
This will lead into the second part,
or phase, of the program, involving
participants in problem-solving
activities bagsed on their own duilde
ing setting,

It 18 recognized that nothing
will happen unless participants seo
the prograa's purpose and think it
wortiwhile, It is suggested that
during the course of the first five
sessions participants keep asking
theaselves 4f this procesds relates
to their own building climate} if
they get any ideas about what this
could mean for diagnosing and effecte
ing changes in their own situation.
Thea at the conclusion of Session V,
rarticipants will have an opportunity
to decide whether or not they want
to get involved in a more {atensive
study of their own clinmate and wish
to coatinue with the second major

phase of this prograa,

IV,

Ve

D. What are our values
abvout this climate?

1, Should it bs changed?

2. Can staff change oli=
mate through own
efforts.

Program will guide participants
through aspects of climate

study

A, First phase or part: five
sessions studying climate
and data from two schols

B. Second phase or part will
deal with problea solving
in participants' own
setting

To be effective, participants
must think prograa worthe
while

A. During first phase, con-
sider how this relates
to their climate

B. Do they vant more ine

+  tensive atudy of om
oclimate, and to cone
tinue into second phase?



The Behavioral Episodes

Taped Epigsodes or Role Play?

The bchavioral episodes may be presented in one of two wa,s: the
recorded episodes which come as a part of this packege may be presented
to the group by playing them on the tape recorder, or the participants
may be directly involved in the production of a live role play. The
Leader should review the text of the taped episodes which follow, and the
content of the briefing sheets for the role play, beginning on page 17,
to determine which option might work more effectively with his group.
Time factors may be a consideration in this decision since the session
will be slightly longer if the live role play is used,

Use of the Taped Episodes

If' the leader clects to use the tapes, it is necessary to provide
gsome guidelines to alert participants as to what they might listen for
while the tapes are being played, He might explain that the group is
about to hear episodes depicting teacher behavior in two schools. Fole
lowing the tapes, there will be a discussion on what was happening
in each episode, Questions for discussion that participants might be
anticipating while listening to the tapes are: "Is this a valid fssue
or situationt Can I describe the procedures that are being observed
to handle the prodblem in each setting? How do I feel about what is
happening in each episode?” 1If the group is a large one, it is suggested
that the Leader assign each one of the above questions to a separate
:\&b-gr:rxg prior to the tape-playing in order to facilitate the discussion

.}y .

Production of Role Played Episodes

If the live role play is selected as a means of presenting the
behavior episodes, the leader will need to enlist the aid of eight role
players. He can do thig before the training session begins, and should
give each role player one of the role-driefing sheets included in this
packet, There are four role-dbriefing sheets for School A and four for
School B. The role players for each school will need a fivee-ainute
preparatory period in which they can become familiar with each other's
roles and check to seo that each understands the situation in the same
vay, Each briefing sheet includes two parts: a) the situation descripe
tion (all School A players have one situation; all School B players
:::tl)zer) and b) the role deseription (each player is given a different

9)

If the lecader 18 unable (o make prior arrangements with the role
players, ho &y reeruit thea at tho neeting, and should allow them 10
ainutes to stucy their driefing sheots and clarify the situation and
sach other's roles,
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When the role players are ready, the Leader should tell the group

that they are going to observe a brief simulated episode from two schools.
The ~udience should observe thesce episodes with a view to the following
questions: "Is this a valid situation or issue? Can I describe the
procedures that are being used to handle the problem in each school?
How do I feel about what is happening in cach episode?" If it is a
large group, the Leader may feel it wise to assign sub-groups, each
to consider one of the three questions above, The questions will be
discussed following tho rolo play.

The Leader should then start the scssion by reading the situational
deseription for School B and allowing the roleo players to play out the
episode. Without discussion, the Leader should turn the group's attene
tion to School A by reading the situational deseription and asking the
School A role players to present their episode. (School B is presented
before School A because it is the less positive situation.)




Role Flay Briefing Sheets:

School B

Situation: About one-third of the faculty and the principal have been

at the suburban elcementary school since it opened fifteen years ago.
There is fairly high turn-over of personnel among the rest of the faculty.
Sally is a new teacher. Bob has been at the school 15 years. Eaily

and Chuck have been at the school three or four years.

This episode includes two "scenes,”

Scene 1t Bodb, Sally, Emily and Chuck are in the faculty lounge after
- 8chool,

Scene 2: Faculty meeting. The principal is opening tho meeting with
the first item on the sgenda. (Only Emily and Mr. Barr, the
principal, have speaking parts in this scene.)

re s

r




School B

Emnily

You've pretty much given up on the idea of changing most things at
this school, But there has been a growing discontent with you as with
many other teachers over the way extra duties are assigned. There seenms
to be no policy governing these assignments which would insure an equit-
able agsignment of such duties among the teachers. You've hud lunche
roon duty for several gemesters, now, and you kanow of some teachers who
have never had it.

For some time, it's been your impression and hope that this question
would be discussed at the faculty meeting; but it never seens to get on
the agenda. Your desporation growvs as you see the agenda for tomorrow's
meeting and note the omission, once more, of this topic., You know that
Chuck feels this way also.

You begin this episode by exploding about the faculty meeting agenda.
The others begin to suggest that you dring up the subject yourself in tke
meeting, At first, this idea seems ridiculoug, but gradually you
begin to think that you've nothing to lose by attempting this, Actually,
you're 80 angry with the principal that the idea of blurting out a
proposed agenda change and possibly upsetting the usually rigid routine
of the meotings appeals to you. You think others may support yous In
Scene 1, you look to Chuck for support, —_—

In Scene, as Mr. Barr, the principal, tries to call the meeting to
order and initiate his agenda, you make a real effort to change the
we:ﬁ. No other suggested agenda itenm seems nearly as important to you
as 8. .

Chuek

You've really "given up" at this school, and seldom take the tronuble
to say anything at all to other teathers. When you're in the faculty
lounge, you seldom speak unless spoken to, and then seldoa care to reply
with any interest or enthusiasm. Your whole outlook is one of discoursge~
ment, detachment, and hopeless disinterest.

You ¢an't understand why Eaily s so upset about lunchroom dutyssee
that's a ainor matter compared to other things., You haven't even been
adle %0 get enough textbooks for your classes, dut you refuse 0 let
even that dbother you,

sally

You're & new teacher. The attitude of soxe of the older teachers
at this school puzzles you: they sriquently complain adout various
things, but they doa't seea to do anyihing about thea.

As BEaily talks about lunchrooa duty, you feel that she should dring
tha topio up herself in the feculty meeting, You keep encoursging her to

v
k\ilo.
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School B
Bob,

You're an "old-timer" at this school and have learncd to get along
by not rocking the boat. You suppose thinzs could be better in the
school as a whole, tut you see to it that things in your own classroom
€0 the way you want them and so you don't let yourself get worked up
about anything else, On the whole, you're left alone, and that's the
important thing.

You have a positive attitude toward the principal, the school,
othexr teachers and students.

You're amazed that Emily would be upset about lunchroom duty., She
talks about it; you try to convince her that she ought to leaxn to live
with it because she won't be able to change it. You're certain the
principal woa't allow such an item to appeaxr on the faculty meeting agenda.

Mx, Barr

You are the principal of this school. You are conscientious about
your responsidility to keep the school running smoocthly. You don't
particularly like controversy. So when Baily suggests at faculty meceting
that a controversial item like lunch room duty be taken up for immediate
discussion, you madeuver her into coming in to see you in your office
to talk about it so that you can move along with your agenda for the faculty
meeting. You have planned to take up several important administrative
iteas with the staff that shouldn't de delayed,
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School A

Situation: As usual, on the day before a faculty meeting, in this
suburban elementary school, tecachers find in their boxes the meeting
egenda as proposed by the principal and the agende compittee. The
setting of this incident is the tcachers' lounge; the time is right
after school,. Small groups of teachers frequently gather here at

this time to relax over & cup of coffeoc or a coke. The Faculty Meet-
ing Committee meets twice nonthly to develop the faculty meeting egenda,
The Comittee consists of two teachers, elected each year by the faculty
and the principal,

Jerry

You've really "had it" today: you're tired, You're glad to sce
~Mary and Lucille come in, and you offer them a cup of coffee, Iucille's
concern over lunchroom duty surprises you; you didn't know this bothered
her, You feel that since it does, it would be a good idea to discuss

it 135 the faculty nmeeting., You encourage Mary to try to get it on the
agenda,

Yary -

You're a member of the Faculty Meeting Comalittees The Comittee
has already completed the proposed agenda for tomorrow's meeting., Nevere
thelass, on hearing how lLucille and a few others feel about duty assigne
nents, you decide that the principal would want to be made aware of these
concerns and would want to try to clarify the assignment policy. If,
after a brief discussion tomorrow, more time seems needed, you are cone-
fident he will give the subject high priority at the next meeting., Best
of allt 4t won't end here. If the policy (or lack of it) nieds review
and revision, appropriate action wul be taken,

You offer to ask the comittee to include initial review of the
queation on the.agenda for tomorrow's meeting.

Iueille

You like most things about this school and faculty. There is one
thing, however, that bothers you a great deal: the assignment of lunche
road duty to teachers, Aside from feeling that such duties are a misuse
of teacher time and ersrgy, you've never understood hovw these assignuents
are diatriduted anmong the faculty., You are angry that you have had lunche
rooa duty soveral times, and soue %2:.chers have never had it, You know
of other faculty meadbers vho feel the same way adbout this,

RY

w s

-
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You wish very much this whole thing could be discussed in the faculty
meeting; none of the topics on the ggenda for tomorrow's meeting seems
as important to you as this issue.

You've Just gotten the faculty meeting agenda from your box. None
of the topies on the agenda seems as important to you as this issue., You
wish very much this whole thing could be discussed in the faculty meet=

ing.

Bill (The Principal)

The principsl of School B, Bill, regularly holds conferences with
his teachers Just to see how things are going and to keep in touch with
their interests, plans, and concerns. He is currently having a conference
with Panla, a teacher new to the faculty this year. She did have two
Years prior experience in another building.

You are interested in gaining from her how it feels to be 3 new
teacher in this building--what kind of adjustment she has made, and .
what kinds of insights she has ebout the climate of the building.

Pavlea

You are a new teacher in this bullding as of last September, al-
though you have had two years experience in another building., Now,
after four months, you are pleased that Bill, the principal, has been inter-
ested in sitting down with you Jjust to talk ebout how it feels to be a
new teacher in this staff. You feel very excited about the kinds of
working relationships that exist. You like the faculty meetings at 8:00
to 8:30 each morning, rather than after school. Teachers have a lot
of responsibility for managing those meetings, although the principal
and assistant principal participate actively and supportively. You feel
that new ideas which teachers come up with are given a sympathetic hear=-
ing by colleagues and administration.

You have been given the opportunity to serve on & couple of conmittees,
one on schedule revision, and another on the camping program. You see
viiese committees as being an excellent vehicle for staff to take initiative
and to be involved in decision meking, so you enjoy the assignment even
though it does take time, You recognize that all committee work doesn't
go smoothly, particularly when one teacher is domineering and tries to
bulldoze her ideas through. Some other staff members teke the attitude
of not caring enough to put energy into commitiee work. You don't agree
with this point of view, and feel that the faculty, by and large, doesa't
either.

You find the faculty warm and supportive. You feel comfortable==-
free to ask your colleagues subsiantive questions, 1ike,, "What do you
think about this idea for a new unit for my kids?", or "Do you think I
could try out a different grading system for my class instead of the
A B C's?" and you expect to get honest answers.
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Transcript of the Taped Episode

"Lunchroom Duty=--School B
NARRATOR: Leth's look in one an incident that occurred in a school that
may have been a good deal like yours or mine. Maybe we can
get some clues about the kind of professional climate that
exists in this school, We'll c¢all it "School 3."

BOB: Welll I'm glad that period is over! I have a hard time with
those youngsters the last period of the day. .

SALLY: Yeah, mine give me a rough time, too.
BOB: Matter of fact, I'm glad the whole day's over.

EMILY: It's not over. We still have a faculty meeting. Have you seen
the egends today? It really bugs we,

SALLY: What's the matter with it?

EMILY: Well the one thing that really matters at this school isn't
::.it agein. It wasn't on it last time. It wlll never be on

BOB:  What's that?

EMILY: Lunchroom. duty.

BOB: ‘Lunc';xroom duty!

EMILY: That man will never change his poiicy about lunchroom duty.

SALLY: Are you the only person that's bolllered about lunchroom duty?
I'1] bet everybody who's got it wants to do scmething about it. .

EMILY:  Chuck gets sort of mad about it sometimes, Don't you Chuck?
CHUCK: I guess I don't really care, ZI've had a book order in for

two or three years now, and they still aren't here. So why
do you get so upset about lunchroom duty?

SALLY: I don't know what you expected anyway, Emily. He always sets
the agendas foxr the meetings.

BOB: It is almost impossible te get things on the egenda, isn't it?
EMILY: I don't care about the agenda, really. It's Just this lunche

roon duty. He can do anything else in his dumdb faculty meetings
he wants to. Well, don't just sit .there and giggle at me,
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SALLY: Well, I think you shnould do something about it, if you're so
worked up,

EMILY ¢ Oh, after you've been around here a whilc, you'll find out how
hopeless something like that is. It Just doesn't do any
good. You get the run-around,

BOB: Yeah, after you have been around a little while you'll recognize
that yoa'll kind of have to give with the punches.

EMILY: It's hopeless.,
BOB; Yeah, I think you ought to forget it.

SALLY: °~ Well, if you can't talk to the principal, why don't you try
bringing it up at the faculty meeting?

EMILY: Just stand up and talk--what an idea! Honestly, I'd Just get
shot down...Doggone it! I think I'1l do that. I'll just
interrupt the faculty meeting and ask for a change in the
agenda,

BOB:  This ought to be funl

EMILY: Will you support me? (Bob laughs,) Well, will you?
NARRATOR: Later, the principal calls the faculty meeting to order...
CHUCK: Well, you got the sgendas in the mailbox this afternoon, and

EMILY: Mr, Barr, excuse me, but I'd like to suggest that there be an
alteration to this agenda, As you know, the issue of lunch-
room duty has been a sore oze with many of us. And I'd like
very much to talk about this at the faculty meeting.

MR. BARR: I think it probably is an issue that some time we'll have to
{Principal)talk about, and I would like to do that, but I think it's
importent that tonight we get at this sgenda. There are
several important things on here that I need to get some informae-
tion out to you about, So why don't you stop by my office
sometime and see if maybe we can talk about your problen.

EMILY: _ Weil, I'd really like to talk about it today. In this faculty
- meeting. I think there are several of us here who feel Just
a8 strongly as I.

MR. BARR: Well, I Just don't think that tonight is the appropriate time
for this kind of thing. Ah,.., I guess I'1l Just have to esk
you to let us go on with the agenda, and....I'm sure that
most . of the faculty would egree with me. Isn't that right?




NARRATOR:

JERRY:
MARY:
IUCILLE:

JERRY:
LUCOLLE:

JERRY :

LUCILLE:
MARY:
LUCILLE:

NARRATOR:

BILL:

Committee, Mary!
" 0. Ki
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"Lunchroom Duty--School A"

Now let's listen to a conversation among some teachers in a
bullding where there is a different kind of professional ate
mosphere, We'll call it "School A." The setting, again,

is in the teachers' lounge; the time, 3:15,

I could go for & cup of coffeel How about you, Maxy?

Good ideal It's been a hard day--I'm glad it's over.

Thank goodness we don't have our faculty meetings at the end
of the day, I see we have the sgenda for tomorrow's morning
meeting in our boxes...(Kead agenda to self.) Doggone itl

I wish we could get some discussion of lunchroom duty.

Iunchroon duty!

Yeah, I'm sick and tired of getting stuck with lunchroon
duty. Why can't we rotate it around more? Or better yet,
let's get some parents to supervise.it,

Seems to me it would be a good ides to discuss it. Why don't
we get it on the agenda?

It's pretty late for that, isn't it?
No, I don't think so. I believe we can work it in for tomorrow.

You're chairman of the Agenda
Let's put it on!

What do you mean...Ch, I forgot!
Well, great!

If we find it's going to take a lot of liscussion, we
nay only have time enough to Jjust get: an idea of what the
problem is and what next steps are needed...

Let's get a different sample of the kind of atmosphere that

is characteristic of Building A. We'll listen in on & con=-
ference that the principal is having with one of the teachers
who is new to the building this year, The principal regularly
holds conferences with each faculty member during the course
of the year.

Well, Paula, I'm particularly interested in gaining your per=

(Principal)spective as Yo how it feels to be a new teacher around here,

PAULA:
(Teacher)

Well, let me talk mainly as a fe.culty mexber rather than as a
tecacher in the classroom, although certainly I enjoy the
children, One thing that I really enjoy arce the faculty
meetings that we have frea 8:00 to 8:30 each morning. The
discussions arce open; the adninistrators take an interest in
coning and taking part in the discussion., I feel that this
kind of communication is voiy important.



PAULA:

PAULA:

- BILL:

Another thing I like is the involvenent »f the faculty in
the developument of new ideas, and in decision makinz about
them, One aspect of this kind of faculty involveicznt is
committee work. I personclly feel that theee commivtees
are very important, both to us as teachors, and to the
school. They help us to be free to do what we feel is
important, ' '

I thought teachers didn't care much for committee work!

Well, there are sume problems. On these committees, occasion=
ally, you'll get a teacher who is very domineering. They
simply say, this is the way we're going to do it, and regard=-
less of whether other people feel like going along or not, they
Just sort of railroad through their own program, That sort

of disturbs me.

Also, we have a second kind of person who says, "I simply
don't care. I feel that there is no way for me to influence
what's going on here; and I'm not going to bother to come to
committee meetings.” This kind of person would never take
on & chairmanship, because, let's face it, that's a little
extra work! So these two types of people cen be obstacles to
faculty functioning.

However, I can say, quite confidently, I feel the majority
of the faculty takes interest in what's going on; secondly, I
feel, they can do something sbout it; and thirdly, will spend
the time it tekes to work on a committee,

Well, I'm awfullv glad to get your perceptions of this. Of
course, I'm aware that we have differences in our faculty;
that there are these points of view. In general, you're
saying that you feel the faculty attitude toward committee
work is far more supportive than negative...

I would say so. You know, it's really fun to work here, I've
made & lot of social acquaintances, Really, I have a lot of
friends on the faculty. I'm at the point now where I feel
with most faculty members I can simple sit down and say,
"Well, what do you think about this idea for a new unit in the
classroom?" or "What do you think about evaluation--should
we use grades?” and I'll get an honest answer. I really
appreciate that.

Well, I'm glad we have that kind of sharing of ideas among
our staff, Now, to shift the focus a bit, what are some of
the things ybuooo(f&de Out)o
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Discussion of Behavioral Episodes

When the tapes or the role plays of both episodes (whichever was
chosen) have been completed, the Leader may orgenize the discussion in
one of the following ways:

l. He may initiate a total group discussion on one of the tapes-
or role plays;

2, He may ask the group to refleet for a few minutes on what
t'ay observed, and then begin the discussion; or,

3. He nay assign sub=groups to discuss among themselves what they
observed and then report to the total group., This may be the
choice if the group is large, or if the Leader has already
designated sub-groups prior to the taped episodes or role plays.

The Leader should keep the discussion focused on the content of the

" taped episodes (or the role plays) with reference to the questions raised
prior to the episodes. It is not necessary here to draw inferences about

the total climate of each school, That will cone in a later session.

Such questions as "How do the teachers of School A or School B feel about
their principail?" should be avoided at this point to keep the discussion
limited towhat went on in the taped episodes (or role plays). If participants
need to be refreshed on specific details of the episodes they observed,

the Leader may refer to the text of the recorded episodes or the role

play briefing sheets contained in this manual, whichever is relevant,

Questionnaire Completion

When discussion of the taped episodes (or the role plays) is completed,
the Questionnaire on pages27-28 should be distributed to the group. (The
Leader should have duplicated enough copies prior to this session so that
there is one copy per participant.) The Questionnaire contains four questions
that might give clues about the professional climate in & school building,
specifically about its duilding faculty meetings., Participants are asked
to answer each of these questions in terms of how they think the teachers
in School A and School B would feel about each item, The purpose here
is to stimulate participants to think about the kinds of questions thet
can be asked about a school's climate, especially in terms of an aspect
of that climeate that they have just seen dramatized.

The Leeder rshould ask the participants to follow the instructions
~ on the Qeustionnaire, complete the questions and return the form during
Session 1. Responses are to be tallied, and fed back to participants
during the next session (Session 2). Suggestions for reporting the
results will be found at the end of this section for Session 1.

CERwerrr
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Questionnaire

For each question, please circle the number above the statement
that you feel most closely reflects how the teachers in School A a.nd
School B feel,

Teacher influence

1. The teachers estimste the amount of influence they as teachers have
in making decisions about thelr school's educational program to be:
1 2 3 L 5
School A None Little Sone Consid= Great
erable deal
School B 1 2 3 4 5
None Little Soma Consid~ Great
erable deal

la. The teachers think the smount of influence they should have is:

School A 1 2 3 4 > .
None Iittle Sone Consid- Greatb

. . erable deal

School B 1 2 3 4 5
None Little Some Conside Great

erable deal

Faculty Meeting Climate .

Plesse indicate for each of the following items (#2-4) how you
think the teachers in Schools A and B would charactexrize their faculty
meetings.

~
2

2, Either before the meeting or at its beginning any faculty member can
easily get items on the egenda,

.

" School A 1 2 3 Y 5 6
Very - Quite More typ- More un- Quite Not typ-
| typicel typical ical than typical untyp=- ical at
R not | " than typ= icel all

iecnl
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4,

2w

School B 1 2 3 h 5 3
Vexy Quite More typ~ lMorc un= Quite Not typ=-
typlcal typical ical than  typical untyp- ical at
not than typ=- ical all
ical

The average person feels his ideas have gotten into the discussion.

When there i1s disegreement, 1t tends to be

School A 1 2 3 L 5 6
Very Quite More typ- More une Quite Not typ=-
typical typical ical than typical untyp~ ical at
not than typ~ 1ical all
ical
School B 1 : 2 3 L 5 6 :
Very Quite More typ=- More une Quite Not typ
typical typical ical than typical untyp- ical at
‘ " not than typ- ical all
ical

smoothed over or avoided,

School A 1 2 3 Y 5 6
Very Quite More typ- More une Quite Not typ-
typical typical ical than typical watyp-. ical at

not than typ- 1cal all
ical

School B 1 2 3 L 5 6
Very Quite More typ~ More un- Quite Not typ-
typical typical ical than typical untyp~- ical at
not than typ- dcal all

ical
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Summary and Future Plans

When all of the questionnaires have been completed and returncd to
the Leader, the remainder of Session 1 showld be spent in providing a
summary for this Session and discussion plans for Session 2, Following
this, a short post-meeting evaluation form may be distributed to partici-
pants for them to complete and retwrn to the Leader before they leave.

The leader might sum up the procecedings of Session 1 for participants
by mentioning the following points: "He have discussed at the beginning
of this Session that climate factors do affect productivity of staffs and
because of this are considered worth studying. Through use of the taped
episodes (or role plays) we have observed one small illustration of a
climate factor or variable, and discovered that the two schools portrayed
did vary considerably on this aspect of climate, Through the filling
out of the Questionnaire, we have been able to see a few ways of measur~
ing this variable through data gathering. This brings us to a brief
outline of the plans for Session 2,

"In Sessions 2 and 3 we will begin to explore some of the other
factors we can expect to find that would make up the climate in these
two schools, Ve will see a film strip showing the actual responses of
the staff in School A and School B to the questions we have just completed
ourselves, ife will have opportunity to raise other questions in order
to explore the dlfferences in climate between these two buildings., In
order to broaden our idea of various climate factors and allow us to
find some answers to questions we have raised, we will make use of a
smg.ll data bank of results tabulated from these two schools as well as
others.

"In Session 4 comparison of data will start us thinking sbout causes
and relationships among factors and how they contribute to the over-all
climate, Finally, in Session 5 we will explore some of our value position
about these climates, Do they need changing? What kinds of suggestions
for improvement would we give the facultles of these two buildings?

Where do we place ourselves along the continuum of building climate
differences? Do we want to work on a study for change in our building?"
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POST-MEEING REACTION (PMR)

At the end of Session 1, have participants fill out and return
the following Post-Meeting Reaction Form. The responses from this
post meeting evaluation will eneble the Leader to assess the level
of receptivity and enthusiasm that participants ave feeling toward
the program. He can respond to suggestions thry may make in Question
#3 as he plans for the next session. Partieipants would probably ,
like to have the results reported to them at the beginning of Session
2, If the responses indicate negative feelings on the part of particie-
vants, it might be necessary for the Leader to spend some time at the
beginning of Session 2 to work through some of the provlems.

POST-MEETING RERCTIDN

Directions: . Pleasa circle one digit in responss to each of
the firat two quastiona.

“1l..How clear are you about the goals and objactives of
T thia program?

3 b 5

.1 2 : |
Vary 5o "~ Somewhat ‘ Not clear

- clear o clear B : at all

2, How valuable an axperience did you find today'a acti-

vities?

r -2 3 SR 5
Very T Somewhat ‘ Not
valuable valuable veluable

at all

N | { '
3. Any suggestions regarding the next sesaiun?

#‘1 >




PREPARATION OF MATERIAL FOR

FEEDING BACK QUESTIONNAIRE RESPONSES FOR SESSION 2

(To be completed during the interval
between Session 1 and Session 2)

Once the participants have completed the Questionnaire about School
A and School B, they will have begun to think about questions one could
ask about a school's climate. They will also have had a chance to
identify themselves with two different school climates after having seen
epirodes depicting behavior in those two schools and answering questions
about them, For Session 2, a demonstration of the distribution of their
answera on those questions will allow participants to see the extent to
which they agree with one another on what they perceive the feelings of the
teachers in those buildings to be. (At a later time in Session 2, partici-
pants will have an opportunity to see how the teachers in School A and
School B actually did answer.{

If the Leader does not plan to handle the feedback himself, he
might select an individual or sub-group from among the participants and
explain to them what to do, It is suggested that the format which will
be used to depict the actual responses of the teachers in School A and
School B later on in Session 2, be utilized to present this material,
Examples of these follow:

For Questions 1 and la for each school, compute the mean score for
each items This is done by taking the total number of responses that
fall under each digit and multiplying by that digit., Do this for all
five digits, add the scores, divide by the total number of responses for
the entire item, The result is the mean score.

Example!

School A (totel numbar of responses = 13)

2 - 3 4 s

1 .
Nona A little Some Considerable A graeat.
- dm—
Number - .
of 1 2 4 4 2
Respinsesd
Multiply '
by ixle) 2x2=l . hx3=)2 bxb=l6 2x5=10
Digit . o
Add. 1+ &L . o+ 120+ 16 + 10 = &3
Rgsulte ‘
Oivide _
o ﬁ?.:::rbzf‘ 43 ¢ 13 = 3,31 1s the mean

oaponsn -

IToxt Provided by ERI




Do this for all five digits, add'the scores, divide by the total number
of responses for the entire item. The result is the mean score.

Example:

School A (total number of responses = 13)

1 - 2 3 v 5
Nona A little Some Considerable A gresat.
geal
fNumber ; . _
of 1 g 2 ' b b 2
Responsas '
Multiply
by 1xl=l 2x2al bx32)2 . bxbe=l6 2x5=10
Digit . - ‘ .
Add. ) R A N t 2 + 16 + 10 = 43
lgaults .
Divide b .
total by
number of 43 ¢+ 13 ‘= 3,31 As the mean
reeponses '

3

The mean score for School A on this ftem is 3.31. It is.suggeated
that these data be presented in the form of a bar graph as shown in Table
1l onpage . Por the remaining questions, 2 « 4, the distribution of
responses as well as the mean score may be shown. For the distribution
simply indicate what percentage of the total responses fell under eath
digit. See Table 2 as an example of presentation. (Note to Leadexr!
These tables may be duplicated from the manual for the use of those
préparing the data presentation.)

Figure 1

Sugregted Form for Presenting Results on Questions 1 and la

Andunt of Influence This Oroup Thinks
the Teachers in School A Have and Want to Have

Gasg01s01s

' / 7/

. [
Teachere should have [0 LAY AN AL IIITTITITITI ¢ 2

ﬁll//
LLLLLLLLLLLL L2 0020220408

1
A 1 2 L 3 4 5

. Nona Little ' Some  Conside A
o ‘ ' ereble great
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Persons responsible for the feedbeck of this material may use one
of several methods for presenting their findings. The choice depends

largely on what materials are available and what appeals to their taste.
The graphs and figures may be presented on:

1, Chalk board

2.  Newsprint

3+ Ditto or mimeograph, one copy for each participant

L. Slide projector (draw on the slides)

5. Overhead projector
Depending on how responses are distributed, the persons preparing the
presentation should consider what kinds of things to point out to
participants, such as, how much consensus or disparity there is in the
group's responses. This should open the group up to a few minutes'
distussion on why or how they made the responses they did.

R Figure 2

Suggested Forn for Presenting Results from Questions 2 - 4

This group're2els that the teachers in School A would indicate
as follows the extent to which the astatement below deseribes
their faculty meatingsi

"Bither before or at the beginning of the meeting
any faculty member can easily get items on to the
agenda,"

2.1
Maen - X '
rasponas 1 2 3 4 5 6
Lo Very * Quite Mora typ- Mors un- Quita Not typ-
typical typical ical than typicel une= ical s
.  hot than typicel all
typical '

80%
20%
6%
50X
4ox

304
20K
10%




SESSION II
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Sequance of Events--Session 11

£ min

Introduction

10 min

Fesdback Results
of Evaluation Form

20 min

Questionneira Results

Presentation of l

10 min

Inquiry Process--
Question-Raising

‘ 5 Briefing
10 Presentation
30 min 15 Discussion

Filmstrip Presentation
of Actusal Data

5 min

PMR




Objectives

Session II will help participants to discover that one aspect of
the professional climate in a school building {8 closely interrelated
with other varisbles, and will attempt to extend the participants'
awareness of these variables and ways of measuring them.

Materials Needed for Session II

Mateiials Source

1. Demonstrate materials for feed- See Leader's Guide, page 29,
back of participants' responses to the (Session I) for details.
Questionnaire administered in Session

I.

2. Filmstrip showing actual data Provided with packege.
from Schoole A and B.

3. Filmstrip projector, or if not Must be arranged for by the Leader.,
available, use other methods of pre-
senting data as discussed on page

b, Post meeting reaction. Leader should make copies enough
. for the group, using form siailar
to that provided with Session I.

Yeedback of Bvaluation Questions from Session I

The Leader should spend a few minutes sharing the results of the
evaluation completed by participants at the close of Session I. No dise
cussion is necessary unless the lLeader or group feels it is warranted.

For instance, if participants have expressed confusion or megative feelings
about the rir.t Seasion, it would be helpful to work on the prodblem areas
before going ahead with Session II.

.

~ Presentation of Qurstionnaire Results

This presentation will be done by the individual or subegroup
gelected to tally and feed back the Questionnairs results coapleted by
participants during Session I. The Questionnaire contained four quese
tions that reflected aspects of climate in a duilding. Participants
woere asked to answer these questions in termg of how they thought teachers
in 8o0hool A and School B would respond. Tho discussion that follows
this data presentation should focus on the extent to which there vwas
consensus or disagreonent azong the participants in their responses res
garding the teachers in these two schools. Some questions that could

oy



be raised about this presentation are: Wheat are the reasons for the
responses that participants have made? If there was disagreement, why?
What occurred in the two behavioral cpisodes that would account for the
group's perception of teacher attitudes in the two schools?

Inquiry Process--Question Radsing

The inquiry process as it is being used in this session has two
najor steps, The first step will involve the ralsing of questions about
¢limate factors; specifically, teacher attitude and behavior in these
two schools, which will lead participants to the sccond ster, the search
for answers to these questions through use of the data bank.

Participants have learned a few things abou® the professional cli-
mate of School A and School B, having viewed the two episodes in Session
I, They have the same experience with the types or style of questior
one can ask about climaive factors as a result of f£illing out the Question=
naire and seeing the results. They may now begin to explore the possibilities
of geeking further information about climate in these two buildings.

A possible approach to initiating the ralsing of questions might be
to say to participants: Given what we know about the climate in these
two buildings as demonstrated by the behavioral episodes, and considere
ing the way in which we have seen questions asked about climate, what
other questions would you like to raise concerning building climate in
School A and School B?

As participants begin raising questions, the Leader should list then
on the board., No attempt should be made at this point to refine or catee
gorize the questions. This initial question-raising period should not
last more than ten minutes, This allows enough time to introduce the
notion of question-raising and engage the interest and partiocipation of
the group. Session II returns to the questioneraising process with more
detail and refinement following the showing of a filmstirip presenting
a sample of actual data from School ‘A and School B,

Filmstrip Presentation of Data

The filmstrip 1llustrates the actual responses of the teachers in
School A and School B on six items and allows for a comparison of the
differences between the two dbuildings, The content of the filmstrip
is shown on the followving pages of this manual. Four of the six quese
tions contained in the strip were also included on the Questionnaire
adainistered to participants in Session I from which they were Just
presented the results at the dveginning of Session 1I. This éenables
participants to view a data preseatation on quastions with which they
are already faailiar. The two additional Questions will suggest othar



climate variables that might be related to those already explored. The
introduction of the filmstrip at this time aables participants to think
through more clearly the direction thal their question-raising activities
can take. '

Briefing for the Filmstrip

Before presenting the filmstrip, participants may be asked to keep
in mind the following questions while viewing the data: How closely do
the actual responses from these two schools correspond to our group's
perception of the teachers' attitudes? If there are wide differences
between ous group's porception and the actual responses, what might account
for this? How marked are the differences in responses between School
A and School Bt Is this consistent with the cpisodes that were observed

in Session I? How do these separate varisbles interrelate with one another

to give a clearer picture of the climate in these two echeols? What ine
ferences can be drawn about other climate factors in these two schools
once these data and the earlier episodes have been observed? Since there
are several questions to consider while viewing the filmstrip, the Leader
night divide the group into several sub-groups and assign each group

one of the above quastions to be thinking adbout,

A filnstrip projector will be needed for presenting the filmatrip.
Most schools have these on hand, If there are no facilities availadle
for showing the filmstrip, the Leader may wa.t to present the data on
large pages of newsprint. These can be mounted on an easel end the
pages flipped to shos each new frame, Use the material presented on the
following pagec as a source of data, If thig method is not satisfactory,
other options are: drawing information for each frame on & separate slide
(ground glass or acetate) and viewing through a slide projedtor, making
transparencdies for the overhead projector, or reproducing several hand
copies for distridution to each participant,
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(Pleasa insert tha 16 puges of copy for

Frames 1-16 of the filmstrip, hera.)



frame |

Teachers' influence

HOW MUCH INFLUENCE DO THE TEACHERS THINK THEY
HAVE IN MAKING DECISIONS ABOUT THE EDUCATIONAL
PROGRAMS IN THESE SCHOOLS?

HOW MUCH INFLUENCE DO YOU THINK THEY SHOULD
' HAVE?

-
-




Frame 2

School A

Amount of Influence teachers have and would

like to have...as seen by the feachers themselves.

‘feachers now have

poeaasscaastcasanccsauasncaann 3.32

Teachers should have [ creecmearaccccracacsaasnananaan

pescssasasannnancannhavamfacsanahans "l“‘

‘ ......----.---.-..--..‘.........‘ﬂ
o Lf 2 3 e 5

‘None A tittle  Some Consid- A

eradble great
. deal

B e e ]



Frame 3 -

School A Compared to School B

Teachers' Influence as seen by teachers,

' School A '

............. mecasaasaaaa] 3,32

Teachers have

ossssssssssssassssssssssasasssss |4.14

Teachers sho\']d h.ve . Ittt ittt ittt ittt

School B

anseAnanRanRtaus
ARapeatARARAReA

Teachers have sonossoansoanns| 2,24

R R R T

Teachers should have |2223222222222222222220222220022222]

] 2 3 L) 5

Hone Allittle Some Constd- A
: aradle great
dea!




Principal's Influence

HOW MUCH INFLUENCE DO THE TEACHERS THINK THE
PRINCIPAL HAS IN MAKING DECISIONS ABOUT THE
EDUCATIONAL PROGRAMS IN THESE SCHOOLS? '

HOW MUCH DO THEY THINK HE SHOULD HAVE?

Frame 4



Frame 5§

School A

Amount of influence principal has...amount he

should have...as seen by teachers.

“Principal now has  [Siiiizaiiiiisisasiziiiiigh.o
1 2 3’ 4 5
)

L. None A little  Some Consid=- A
. erable great
deal




Frame 6

School A Compared to School B

Amount of principal's influence as seen by teachers,

School A

Principal has

Principal should have

School B

"‘Prlncipal has ¢ 3.52

::::::::::::::::::::::::::;;I3.76

Principal should have

, ] 2 -3 § 5

None - A little Some -  Consid- A
e _ : erable great
SERTENE : S deal

N i 7 i o m b P e e
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Principal

Leadership

Frame 7



Frame 8

School A

To what extent does the principal glive the
teachers the feellng that thelr work Is

I
{mportant? |

90%
80 |
8| | - 683
eos| -

50% PR : i

bl o |

30% = 323
: 20%

10%

I 2 3 K 5 6

Never Almost Occasion- Fre~ Almost Always
: never ally quent- always
nec ly.
!




Frame 9

Schoo! A Compared to School B

To what extent does the principal give teachers
the feelling that thelr work is important?

|
I
|

|
90% f ~
. 803 | | ”
}
708 663
60% i
50% %
40% ; SRR
- ‘ A
30% s A
. - /" ' \\ "' 272
© . 203 R N
& .
103 :’,,"'12% “\
0 rﬂi’ 8 .
] .2 3 3
Never Almost Occasion- Fre- Almost Always
S _ never ally quent= always

ly

Lo
|
|
|




Frame 10

Faculty Meeting Climate
i

HOW DO YOU THINK THE TEACHERSIIN THESE BUILDINGS

WOULD CHARACTERIZE THEIR FACULTY MEETINGS?




Per cent of teachers

Frame 11

School A__:

School A teachers indicated the extent to which

the following statement described thelr faculty

meetings:

"glther before or at the beginning
of the meeting, any faculty member
can easlly get Items'on to the agenda.'

100%
901 '
80%
70%| « *
60% 3 ’
50% |
40%
30%
208
10% 3
0 \ 0
| 2 3 4 5 -6
C Veryu Quite More More: Quite . Not typ-
typical typlcal typical untyp- untyp= ical at
typical © than tcaly ical all
: not than

[

typical




School A Compared with School 8 .

“Either before or at the beginning of the meeting,

any faculty member can easily get items onto the

agenda,'’, ‘ ) 1
;
90%
- 80%
- 70%
60%
50% | usy

- 40%
302

T 20%
103 School 8

15% 153 15% 15%

e gensmmmemisr  Jeravsrasrmem oo P S e ss ns o nd

+ 0. 0
! 2 3 . 4 5 6
R . Very. . Quite More ~ More Quite  Not typ=
typical  typical typical untyp- untyp~ lcal at
than pical ical all
not than
" ) _ , typlcal
. | '
t r '
h

th

R e A AR e o



Frame 13

| School A

School A teachers Indicated the extent to which the
following statement described their faculty meetings:

"The average person in the meeting feels
his Ideas have gotten into the discussion.'

i

N 2 3 4 5 6
Very Quite More More - . Quite Not typ-
typical typical typical untyp- untyp- = lcal at
typlcal typical than ical ical all

not than

typical

|

t
|
i
|
;

S e AR R



Frame 14

School A Compared with School 8

"The average person In the meeting feels his ldeas

have gotten into the discussion,"

f
|
i

90%
80% 5
|
70% {
i
60% :
50%
Log 36%
30% "
0% |
133 L= O |
10% — :
3
0 | 0
] ‘ 2 3 & 5 6
'FVery Quite - More nore Qui te Not typ~
typical typical typical  untyp- untyp- lical at
5 : : than ical lcal" all
not than T
. " " typical
|
i
: ! N
/ : ~
M : :
i
: |
!
C,
& i '
} .
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by -
1 N e m



School A

The teachers in School A indicate the extent

to which the foliowing statement characterizes

their faculty meetings:

""When there is disagreement, it tends
to be smoothed over or avolded.!

Frame 15

s 2 3 4 5
v Very .  Quite’ More More " Quite
typical typical typical untyp- ~ untyp-
A ‘ - than lcal ical
not - than :

typical

b

6

Not typ=

ical at .



Frame 16

School A Compared to School 8

»hen there |Is disagreement, If tends to be

smoothed over or avolided."
i

90%
80% i
‘ i
70% !
603 ‘
50%
hog
30%
. 20%
1 N
10! ‘s.~.. 8:
0 i Iy | vo
1 2 3 b 5 6
. - Very Quite \are More Quite Not typ-
typlcal  typlcal  typlcal untyp=  untyp- lcal at
g * than lcal lcel all
hok than
typical
I
! .
N
|
/- ol
i
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Discussion about ‘Filmstrip Presentation

This discussion will center on the points raised prior to the viewing
of the data. Each sub-group designated before the presentation will
need time for discussion among its members what was observed about the
question that was assigned to the group. This will be followed by a
total group discussion of all the issues that were raised. It isn't
necessary to take a great deal of time with this, dbut the general
direction of the discussion should lead to two primary issues: What
is the climate really like in these two schools? and What other variables
besides those Just seen in the filmstrip data might account for or relate
- to the climate factors Just observed? In other words, what keeps this
state of affairs going? How did it get that way?

Once the participants have begun to think about these issues, it
will be possible to re-focus their attention on the questions which have
already been on the board, and to supplement these with additional
questions which examination of the filmstrip data has stimulated. It
will be with this activity that Session III will start.

Post Meeting Reaction

Again, & few minutes spent in gaining from the participants their
reaction to the session will be helpful in seeing how things are going,
and in laying plans for Session III, The PMR form suggested for Session
I may be used as is, or modified as desired.
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Sequence of Events--Session III

5 min

Raising of Inquiry {jusstions--

Review of questions
raised so far

10 nin

Taped Input from Pansl
on Passible Inquiry Questions

20 min

-

Question-Raising by
Participants

10 min
Clustering of Questions

5 min
Selection of Sub-grcupg

30 min 20 - Use of date bank
8riefing ebout 10 - Guig:é;::g For
Data Presentation

5-20 min

Committees Break
for Sub-Group Work

5 min

PYR J
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ObJectives

Session IIT will guide participants in raising iaquiry questions
about’ the school building climate, and will give them experience 1n
seeking out and utilizing data in relation to such questions.

Materials Needed for Session IIT

Materials Source

1. Chalkboard or newsprint on which Needs to be provided by the Leader.
to record inquiry questions.

2., Tape--Panel of Experts Discuss- Furnished with the package..
ing Possidle Inquiry Questions.

3. Tape reccrder. Needs to be provided dy the
Leader.
4, Data bank cards, Furnighed with the package.

The Raising of Inquiry Questions

At the close of Session IIX, there was some thought given to why
the two schools are sv different. What other variedbles beyond those
presented fan the filmstrip data might account for the differences?
Perhaps the group listed a few of these questions. The Leader should
novw review these, beginning a list if it is not already started, and
added those questions that come readily.

Before extensive «t'fort is given to this task, however, suggest
to the participants that they listen to a tape of three social scientists
at the University of Michigan discussing the same probleme--"What kinds of
inquiry questions might be worth exploring in relation to the climates
of the two builédings--School A and School B?" The panel members have
listened to the r»ole played episodes and have just viewed the filmstrip.
The text of the tape appears on the folloving pages.

Some of the questions that will be 1aised during the tape, and which
participants ahould be considering for their own Qquestion-raising, are
the following:

1. Wha% da:ta do we have now about these schools?
2, What are /ooe related varisbles that we may want to know adout?

That 18, what other phenomena are associated with the factors
veo already know adout climate in School A and School B?
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3. 'ihat can we say about causation? Do we have any theories about
what causes the state of affairs? Are there several causes?
Can we noke a decision about what factors might cause climate
to be the way it is?

After raising these points with participants and explaining what
the tape contains, the Leader should play the tape.

Transeript of Tape

NARRATOR: A panel of three social scientists from the University
of Michigan have just listened to the role plays and viewed the film-
strip showing some of the data about the professional climate of Schools
A and B. The panel members include Dr. Ronald Lippitt, Professor of
Scciodogy and Psychology; Dr. Robert Fox, Professor of Education; and
Dr. Bnily Girault, Professor of Social Studies Education. Let's listen
to seo what kinds of things they “hink are particularly relevant to
understanding what's going on in these two schools.

DR, FOX: Well, Dr. Lippitt, we've just seen some interesting data
about these two schools. Wiat strikes you as the most interesting?

DR. LIPPITT: Well, one thing that interests me is that in Schaol
A where the teachers see themselves as having ¢uite a bit more influence
on decisions than those in School B, there is relatively less discrepancy
bet:leen current influence and the amount of influence they think teachers
gshould have.

DR. FOX: You mean they are fairly well satisfied?

DR, LIPPITT: I think that their needs for influence are to a fair
degree being met, as compared to teachers in School B who feel they should
have a lot more than they do.

DR. FOX: That's interesting! :So one measure of a good climate may
be found in the lack of discrepancy between the actual amount of influence
. teachers see themselves having, and the influence they would like to have.

DR, LIPPITT: Truel 1I'm also intrigued with the fact that while
in School A the teachers see the principal as having slightly more influence
than thoy do, they're willing for him to have more influence. In fact,
they think the teachers should have about the same amount of influence
as the principal, whereas in School B the teachers are odbviously reluctant
to have the prineipal have as much influence as they have.

DR, YOX: Yes. 80 another generaliration that might be dravn {s
that influence {sn't 1ike a pie that you cut up, 60 that if one has more
fafluence, others have less. In 8chool A the teachers and the principal




-43-

together have more total infinence than do teachers and principal in
School B, 8o the teachers having nore infiuence doesn't necessarily
mean that the principal has less ur that the teachers want him to have
less. Both may have more influerce.

DR. LIPPITT: I wonder if the same notion carries over to a desire
t0 increase parent influence? ’

DR. GIRAULT: Or student influence?

DR, FUOX: Well, let's see. We are predicting that if the teachers
sece themselves as having a good deal of influence and are happy with
their principal havirng influence, they will be more likely to support
the students' having influence.

DR. LIPPITT: And possibly the principal would be more ready to
support parents' having influence.

DR, FOX: It would be interesting to find out if that actually happens
in these two schools. We would predict, then, that in School A both
principal and teachers would like to see other people in the system have
more influence and would probably foresee them as having more influence
already.

DR, LIPPITT: Because influencing each other is a collaborative
rather than a competitive kind of process.

DR, FOX: What are sone other things that we see going on in these
schools from looking at the data?

DR. OIRAULT: Well, in School A the teachers are saying that the
principal is strongly supportive by giving them the feeling that their
work is important. I wonder if this doean't help to make them feel
nore supportive of the principal and his influence efforts when he makes
thent »

DR. FOX: And in School B, you can't say that the principal 4s either
non-gupportive or supportive, because different teachers see hinm quite
di fferently.

DR. GIRAULT: 1It's amazing. Some teachers see him as highly suppors
tive and sone see him as almost never giving thea a feeling that their
work is important,

DR. LIPPITT: Would this be related to thae point that those teachers
who feel they don't have influence and aren't listened to dy the principal
s¢o hin A3 non-supportive?l

DR. OIRAVLT: It would seea 0 _follcw.
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DR, LIPPITT: Whereas others may be the oldtimers, or feel that they
have an in with him and have some advantage competitively as compared
to their pecrs. Therefore, they feel he is supportive of them.

DR. FOX: It might be interesting to have a sociometric on that
school building to see if there's a clique of teachers that are "in"
and other cliques that are "out".

DR. LIPPIIT: Yes. So we're saying that maybe a spirit of competi-
tion within the faculty lecads to competition for the attention of the
power figure, the principal. It could be, of course, that the very fact
he gives support to some teachers and not to others creates the competition. -

DR, FOX: That could be. I suppose data could be gathered on that,
too, from the principal about how he sees his staff,

DR, LIPPITT: Yes. Now, these items about the faculty meeting ser:
to dbring up a whole set o1 different qQuestions about the state of affairs
" in the school. Faculty A sees that they've got influence in getting things
on the agenda, which would be one reason for their perception of their
own strength of influence. In School B, some feel that they've got high
influence and some feel they have very little.

DR, FOX: It seems to me there's another problem being demonstrated
in School B, They don't seem to know what each other is thinking, May-
be they're not talking to each other endugh. How can 15 per cent of the
teachers in School B say it's very typical of our meetings that the
agenda can be influenced when another 15 per cent say that it's never
characveristic of our meetings?

DR. LIPPITT: It must mean that getting things on the agenda is not
a very public or legitimized kind of procedure; that it's something an
individual may do with more or less success, rather than there being
some known procedure, such as the principal asking publicly ahead of
meetings for ftems for the agenda.

DR, FOX: Yes, that was certainly reflected in the role plays. In
School A, there was a procedure set up. The teachers had a committee
that could influence the agenda and everyone knew about it whereas in
School B there was considerable unclarity about whether or not we could
get the principal to put something on the agendal It was a question that
hada't evidently not frequently been drought up.

DR. LIPPITT: The itea having to do with whether people feel their
{%ecas can get into the discussion or not raises a different kind of ques-
tion. The data shor that there isn't much difference between the two
schools in the way in which the faculty members see that their ideas
get listered to n the discussion, I wonder 4if School A aight need to
think sdous this a dit. Naybe there's some openness adbout gatting things
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on the agenda, but because of the way in which meetings are run, it
actually doesn't make much difference. People aren't being listened
to.

DR. FOX: If one wanted to be diegnostic about these schools, both
School A and School B have some teachers who feel that their ideas can
seldon get into the discussion. So there is room for improvement in
each school. .

DR. LIPPITT: Right. ‘hey may be losing & 1ot of the resources
of a staff by the silent people.

DR. FOX: So we can use data of these kinds not only to see what
is the typical situation, or the average feeling about things, but to
look at individual differences among teachers in the way they react
and participate.

DR. LIPPITT: This is certainly as trie of a classroom group as it
is of a faculty group. '

DR, FOX: Well, it's been interesting to explore some of our insights
into what's going on in School A and School B as far as faculty meetings
are concerned. I wonder what other kinds of things might characterize
the professional climate of these buildings?

DR. GIRAULT: Wouldn't you guess that when teachers feel they do have
influence and are relatively satisfied with the amount of influence they
have, and at the same time see their principal as being supportive and
open, they're likely to be more active, such as being willing to volunteer,
for example, for committee assignments?

DR, FOX: The roleplay for School A showed that the new teacher,
seemed to be interested in committee work and felt that the principal
set the climate that made this worthwhile.

DR. LIPPITT: If there is a request for, oh, the introduction of some
new activity or program {n such a school, aren't the teachers more likely
to be ready to listen to the principal's introduction of these new ideas?

DR. FOXt If they think they can have influence on the program rather
than accept 4t, I'm sure it would maxe a difference in their willingness.
I would think we aight project that the teachers in School A feel happier
about their work. Morale would be higher in that dbuilding. They would
be more likely to stay on the jodb} turnover would be less.

DR. GIRAULT: Well, if this were true, wouldn't it also mean that the
teachers are more able to freely give energy to students and enjoy inter.
acting with thea?
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DR, FOX: In other words, their energies aren't being directed into
or dissipated on problems of interacting with their principal or with
their colleagues.,

DR. GIRAULT: Or fecling negative about their Jobs.

DR. LIPPITT: I would think the teachers in School A would tend to
be less frightened about being innovative or trying new things, in terms
of having support from the principal and having influence.

DR. FOX: So trying out a new idea would be less of a risk for them.

DR. GIRAULT: Thoere might be some difference between Building A and
Building B in how much willingness teachers have to share their innovations
with each other, also.

DR. LIPPITT: That's right. 1f in School B they were competing for
influence, for example, they might also be competitive to the puint of
not being willing to share things.

DR. FOX: We might predict, in Building B, where there seems to be
this ambivilant attitude toward the principal and toward how things are
going in the building, that there might dbe less sharing because there are
cliques that are competitive with each other.

DR. GIRAVLT: This may result in a norm against innovation and against
change in School B, since teachers probably don't talk with each other
as much as they do {n School A.

DR. LIPPITT: This would go along with your interpretation & while
830 that one of the reasons for individual differences in the amount
of influence they think a principal should have or teachers should have
is that there is 1little sharing between teachers and therefore, little
developaent of any consensus about what's appropriate. There's more of
an atmosphere of secrecy or non-sharing or cautiousness.

DR. GIRAULT: This is a concept of plural ignorance; there is a
tendency to assumé that the norm is such and such without really checke
ing up whether or not that really is the nom.

DR. LIPPITTt S0 everybody sort of stays ignorant about how other
people are feeling; no consensus can ever really be explored. This would
tend to make things rather risky because nobody really knows whea he
night be sticking out his neck. 1 was wondering if the teachers see
the principal as having influence on decisions and feel satisfied adbout
the kind of influenceé he has, I wonder 4f they wouldn's provide the kind
of support that would make that principal want to exert more influence
wward on their dehalf? That might be another consequence.

cam—
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DR. GIRAULT: This feeling of being influential could have its effect
both upward with the principal and the central office, and inward with
the students in the school, couldn't it?

DR. FOX: You're saying that the principal may be seen as '"one of
us" even though he has a lot of influence. The influence is representative
and supportive of our interests and needs. '

DR, LIPPITT: Also, that principal is likely to feel good about him-
self because of the support he feels., He would therefore be psychologically
more ready and able to take risks on behalf of his faculty. '

DR, FOX: In a sense this is & question that's the alternate of the
one we had data on, The teachers in Building A see the nrincipal as giv=
ing them support, of thinking that their work is important. We could
gather data on how the principal thinks the teachers feel about the prine
cipal's work. Do the teachers feel that the principal's doing important
business that helps us, or do they see the principal as trying to impose
on us policies or programs that come from outside?

DR. LIPPITT: I suppose one question that might be raised is whether
the difference in the state of affairs between the two buildings might
be attributed simply to the personality of the principal.

DR, GIRAULT: That theory would lead one to the conclusion that
any possibility of change would have to await change in the principal,
wouldn't 1t?

DR, LIPPITT: Ma, hmm. Whereas we've implied a number of times
that i% may be more in the kind of relationships within the faculty that
sets the climate,

DR, FOX: It seems to me if I were a member of one of these faculties
and wanted to search for ways of improving the climate, I would keep
in mind that celdon are the causes single causes. There are likely to
be a number of explanations. There -are likely to be a number of factors
working in combination. The principal may be f{mportant, but there are
also other things that are important, too.

DR. LIPPITTt For example, the oldtimers in the feculty may be cone
sidered a primary factor., On the other hand, if the newcomers have en-
tered into collusion by being backward and cautious rather than sharing
their new ideas, then they're contridbuting to the closed climate, also.

DR. omun'r; Contributing to amd maintaining the status quo.

DR, LIPPITT: The status quo of low influence and being discoantent
about it, bubt ot taking risks to tiy to c¢hange the sftuation.

DR. GIRAULT: ...dlaaing it all on one causel
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DR. LIPPITT: ...and making assumptions that the principal isn't
ready to be influenced.

DR, FOX: I think it would be very exciting if you were a part of
a faculty like this, to identify some of the possible points at which
you'd like to change the climate. One would then have the opportunity
of working on several of these points, rather than putting his eggs in
one basket in hope that changing the principal would have a major effect.

DR. LIPPITT: »Many facilities have discovered that there is & lot
more readiness for various kinds of changes than has been assumed; there-
fore, it proves to be much less risky to teke initiative than was
anticipated.

Further Discussion of Inquiry Questions

Following the tape-playing, the participants may now re-focus on
the raising of their own questions. The discussion they have just heard
on the tape will have suggested possibilities that they might not have
considered before. The Leader should ask them to review the questions
they had listed earlier. In view of the filmstrip they have seen and
taped discussion they have heard, it should now be possibvle for the
participants to generate additional qQuestions about the climate in
these two schools.

On pages 19 - 50 are several category headings under which the
climate variables, available in the data banx accoumpanying this progranm,
are grouped. During this phase of question-raising, the Leader might
make use of these headings and the sample qQuestions associated with them
to give direction to the kinds of questions that are raised. For example,
if the Leader feels that participants have neglected to ralse questions
about one climate area or category for which there is data available,
it might be suggested to the group that they consider this area as being
of interest to them. A possible approach to this might be: "He don't
seem 0 have raised any questions concerning teachers' feelings abcut
being innovative or trying new things in these two schools. What are
sowe questions we could rafse about this?"

It would probadbly not be helpful while questions are dbeing raised,
for the Leader to share these categories descrided on pages
It might liait participanta to generating only those questions that they
could easily apply to each area. If participants raise questions that
are not likely to be included in the data dank, the Leader should avoid
discussing this at this time. These questions would de useful later when
participants are discussing how they might find answers to questions for
vhich no data was discovered,
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Categories for Clustering Inquiry Questions

The following categories may assist the Leader in guiding the group-
ing of the questions raised into clusters. Each cluster deals with one
variable or climate factor. The category headings correspond to those
used in the data bank. It was felt this would facilitate the data search
if participants are alrcady femiliar with the groupings.

Principal Leadership - how teachers in a building see the principal
conforming to a role that stresses his obligation to improve staff per-
formance and the quality of the educational progran.

Possible questions that could fall under this heading:
Does the principal treat teachers as professionals?
Does he use the skills of his staff effectively?

Principal Support - how teachers perceive the social support given
to them by their principal.

Examples:
Does this prinecipal work well with others?
Does he get along with others or rub people the wrong way?
*Influence - how much influence teachers see various groups or individuals
having in affecting decisions about the educational progrem. How much
influence would teachers like to see these groups or individuals have.

Examples:

How much influence do you think the pr1ncipal has in deter-
mining educational matters?

Morale - the amount of teacher satisfaction with their werk and
Job setting.

Examples:
Do tcachers in this building find their jJobs rewarding?
Do teachers like to teach here?

Does teacher turnover on this faculty reflect job dissatisfaction?

. < . )
¥Paxt 1cin ants have alreacdy secn soame data on this area on School A and
School during the filmstrip.

~




: Communi.cation ~ the degree to which information and feelings are
transmitted between staff members in their building with a minimum of
distortion. This category includes attitudes toward openness and trust
and the extent to which behavior reflects these attitudes.

Examples:

Do teachers in this building feel it is good to keep their
feelings to themselves?

During faculty mectings, for example, do people tend to express
what they are feeling openly?

Do the data show that teachers are accurate in estimating how
their colleagues feel about certain kinds of teacher behavior?

Innovativeness - The amount of time spent by teachers on new and un-
tried behaviors. Also, the amount of support for such innovative be-
havior in their building.

Examples:

Are téachers rewarded by the school for innovativeness in their
classrooms? :

Do most teachers in this building feel that trying out new
things is good?

Problem~-solving - the degree to which effective problem-solving
behaviors are used by this staff,

Example:

"Do people try to find out causes to their problems in these
schools?"
Demographic: Factors. This is not a category for climate factors
as such. Demographic factors are those which describe such things as
the size, location, and population of a given building. Once participants
begin their search through the data bank, they will make use of a key or
guide to the bank which describes the demography to a certain degree for
each building represented. .

Possible questions that might come up could be:
Are School A and School B similar in size?
Are they suburban or urban schools? Might other schools with

aifferent chicvacteristics shiow sindlevities in climate?




Clustering Inquiry Questions into Related Groups or Categories

Once the Leader feels enough questions have been raised that have
covered all aspects of climate in which participants might be interested,
the questions may be grouped into categories or clusters. Each cluster
should have one common climate variable that relates to all the questions
in the cluster. For instance, all questions that dcal with the teachers’
attitude in School A and School B toward their principal's working effective-
ness might constitute one cluster. Another cluster could contain those
questions that ask about the morale or satisfaction of the teachers in
their building setting. Therc are several suggested categories on pages Lg,50
that will enable the Leader to guide the clustering of the questions by
the participants. These categories are the ones contained in the data
bank, and it might be useful if participants began to think at this point
about what kinds of data they can expect to find before starting their
data search. Before the clustering of the questions begins, the Leader
may wish to list the seven category headings (provided on pages 49, 50 )
on the board, then ask participants to begin grouplng the questions under
these various headings.

If this is done, two things may become apparent to participants.
First, there will probably be questions raised that apply to none of the
categories, which means that these data are not supplied by this progran.
During Session III, time will be spent exploring the issue of how data
might be gathered on additional questions for which no data were avail-
able in the data bank. The Leader may suggest at this time that these
questions that do not fit into any of the designated categories be saved
for further discussion during the third Session.

Secondly, there may be one or more category headings for which no
questions have been raised by the group. This could occur if none of
the participantsiwere especially interested in those aspects of building
climate. During the raising of the Inquiry Questions, the Leader would
have been using these category headings and their example questions pro-
vided in the mamual to initiate the raising of questions in all the areas
covered, so it is not probable that these climate lactors were overlooked.
However, now that the various categories have been listed on the board,
and the questions have been clustered under the proper headings, some of
the participantsmay express the desire to raise some questions that would
apply to these categories and include them in the data search. Time
could be spent on this once the clustering of all the other questlons
has been completed.

The Leader may feel that the process of clustering or grouping their
questions into categories without the aid of the category headings from
pages 49, 50 would be more instructive and exciting to participants.
Instead of listing the cutegories on the board, the Leeader should ask
participents to develop their own category headings and cluster the ques-
tions accordinzly. Each category should consist of questions that deal
with one climate factor or variadle. aen participants begin their search
for data in the data bank, they will discover at that time what variables
are prescntcd and will decide then how their own categories relate to-
wnat is av&ilabl_ec




There should now be scveral categories or clusters of inquiry ques-
tions listed on the board. The next step will be to move toward a
scarch through the data bank for answers to these questions. The actual
secarch for the data and preparation ol materials for presentation of
results to the group will be carried out during the interval between
Session III and Session IV. The remainder of Session III showld be
spent selecting sub-groups, ecach to be responsible for one category or
cluster, explaining the use of the date bank and discussing the kinds
of feedback of the results the sub=-groups will want to present during
Session 1V,

Sub-groups to Conduct Dotz Search

It is suggested that the Leader ask each participant to select the
category he or she is interested in working with. Hopefully, there will
be a fairly even distribution of participants interested in each category.
If this does not occur, the Leader should try to get some participants
to volunteer for other categories so that each sub-group may be about
the same size. If some catezories have a far greater number of questions
than the others, the Leader may wish to designate more people to work
in the sub-groups responsible for them, If it still happens that one
0.’ more categories elicit a little interest from the participants, they
may be dropped.

Use of the Data Bank

Now that the sub-groups have been selected, the Leader will need to
explain the use of the data bank, and suggest possible ways of organiz-
ing the findings for presentation during Session IV.

The Data Bank provided with this program consists of 290 5" x 8"
cards. EFEach card illustrates the responses of the teachers in one build-
ing to one question or variable. There are 15 school buildings included
in the Bank with each building having at least questions illustrated.
The maximun yvumber of questions or variables presented is 60. Only School
A and School B have data on all 60 variables shown. The remaining 13
buildings have from to variables represented. The inclusion of
other buildings in the Data Bank will allow participants conducting their
search to compare School A and School B not only with each other, dbut
on some items with other buildings as well. This enables them to con-
sider what differences and similarities might cceur in different building
settings, whether or not School A and School B are particularly extreme
in climate differences, and where the participants' own school might fall
along this continuum.

¢p for using the Data Bank will be to look at the key

The first st
or guido which uccoupanies the cards. The key has an introductory page



that explains its use. The Leader should go over the introductory page
with participants to be sure they understand it, Notice that the titles
Tor cliilate categories listed in the left hand column of the key are

the sare as those described on pages 49, 50 which the Leader has used

as a guide for generating and clustering the questions raised. It would
be helpful if the Leader makes the description of these categories availe
able to cach sub=-group prior to the data search. It will focilitate the
search if participants are familiar with what they can expeet to find.
Copies of these can be made directly from the original on pages .

Each of the 15 buildings in the Data Bank are designated by a build-
ing number, as is shown across the top of the key. School A is referred
to in the Data Bank as Building 311; School B is Building 402. The cards
themselves are numbered from 1 to 290, Once participants are femiliar
with the use of the key, they will be sble to look for the category head-
ing they are interested in, read across the top, in the number of the
building they are seeking and find the numbers of thne cards that are in
the Bank under that category for that building. Then they may look through
the Data Bank for the correct card numbers (card numbers will be found
in the upper right hand corner of the back of ecach card) to find if
the variables on those cards relate to their questions., If participants
are interested in looking at buildings with different demographic char-
acteristics they may consult the bottom left hand column of the key under
demographic descriptions, find the description they desire, and read

“across until they find the building number that falls into this description.
Once they have the proper building number, they may use the key to find
the climate categories as explained earlier.

Fach card in the Bank has information recorded on both sides of the
card. The face of the card contains the building nuwaber {(upper left
corner) and the category heading (upper right corner). The data are
presented on the face of each card with a statement of the question or
variable and the tecachers responses, illustrated usually in graph o:r
diegranm form. On many cards the rean response of the teachers is iadicated
on & scale along with a diesgram showing the distribution of responcas in
percentages. Participants are already familiar with this format for data
presentation, having experienced the feedback of their own responses to
the Questionnaire and viewed the film strip showing the actual data.

Below are two samples of cards from the Data Bank which might be
helpful in explaining the data format to participants.

The back of each card in the Data Bank contains the card nunmber
(upper right corner) with a few comments that give participants clues
about interpreting the data shown on the face of the card. In addition,
the numbers of other cards that contain the same variable from other
buildings are listed, so participants will have an opportunity to compare
or contruact other sebtings.
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Inguiry Process - Data Scarch

Once participants are familier with the use of the Data Bank, the
Leadexr may begin briefing them on the second phase of their inquiry
process; the search for answers to the questions they have generated.

Presunably, each sub-group will consult the date bank for the
cards located under the category heading that corresponds to their
list or questions. They will then discover for each question one of
three things occurs: 1) the question they have posed or an item
similarly stated will be presented in the Data Bank; 2) their question
is not present in the Data Bank, but items closely related are; or,

3) there is no data for their question in the Data Bank.

When a sub-group has located data that is either precise or tangen-
tial to its questions, participants mey wish to continue the search for
other related data. TFirst, they will want to compare School A and School
B on each item. Secondly, they may wish to look at other data provided
for these two schools in different climate categories. For instance,
if a sub-group is concerned about teachers!' morale in School A and School
B, and have found data that rclates to their question, they might now
wish to find out how these teachers feecl about their prineipal's leader-
ship and support to determine what bearing it might have on morale.

A third possibility would be to look at other buildings with different
or similaxr demographic characteristics to find out what morale is like
in other settings.

If a sub-group does not find data in the Bank for any of their ques-
tions, they might keep in mind possible ways of collecting information
fron teachers and include suggestions for these in their presentation.

Sub-groups should be instructed to keep their presentation limited
to ten minutes or less. Style of presentation should be left up to each
greup. It is suggested that each committee reproduce the exact data from
the cards on whatever items they plan to show, and arrange comparisons
or contrasts of their data with other buildings, variables, etc., in what-
ever method they feel would be clearest to the group. Possible methods
of presentation would include:

1. Hand copies of the data to be distributed to each participant;

2. Data presented on newsprint that can be taped on the board,
or put on a stand allowing for pages to be flipped.

3. Use of a slide projecior with information drawn on each slide
needed;

L. Any other method each sub-;roup feels would easily and quickly
present data to participants.



¥hile preparing thd r materials, committee members should keep in mind
some of the following points for discussion during their prescentation:
"mat night account for the state of affairs we find in School A and
School B? Have we locked at other variables and made some Jjudguents

about causes and relationships in these two schools? Have we found
similar patterns in other buildings? What are some findings that seen

to be inconsistent with general trend...have we found 'bad' characteristics
in a 'good' school? What is some other data we'd like to have that was
not available in the Data Bank?"

Sub-Groups Break for Committee Work

Participants should now spend the remainder of Session III working
in their sub-groups to plan for and divide the work that must be completed
prior to the presentation for the next session. Since there is only one
Data Bank available, each sub-group chould work out with the others
when its members may have access to the Bank for the Data search. The
Leader should determine how long the committees need to prepare for the
data presentation and schedule the next session accordingly.

Adninistration of Eveluation Form

When the committee work has been completed for this session, the
Leader may choose to have participants complete an evaluation form as
was done at the close of Session I. This will give the Leader the oppor-
tunity to assess participants' reactions to Session III as well as deter-
mine any change in attitude since Sessions I and II.
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SEQUENCE OF EVENTS==SESSION IV

' . 70 to 90 min
Presentation of Matecrials

from Data Search : -

15 min
Clarification and Discussion

Exploring lssues of

Good and Baq Climates

LV eesid



Objectivet The objectives for this Session arce two-fold; to begin pare
ticipants in drawing implications for & school's climate
fron data presentation, and to allow for the examination
of value alternatives in relation to school climate.

Matorials Need:

iaterials Source
1. Materials for pre- Provided by designated sub-groups

- senting Data Search finde
ings {i.e., Newsprint,
slide projector)

Presentation of Materials by Sub-Groups

The committees organized during Session III to search for data on
the various questions raised will report their findings to the group.
The Leader might select the first sub-group to present their material
and turn the floor over to them. Following their report, other sub-groups
should volunteer as they see how the previous findings relate to their
presentation. Each presentation should not last more than ten minutes.

Clarification and& Discussion of Materials

When each sub-group has presented its material, discussion will need
to follow to clarify points dbrought up during the presentations. This
enables participants to review what they have learned about climate in
School A and School B as well as other buildings. The central theme of
the discussion should be an evaluative one. How, given what we have
learned about the climate in these 2 and other schools, can we decide
whether they are "good" or '"bad" climates? Is the total climate picture
in School A a desirable cne? or School B an undesirable one? Or are
these elements of "good" and "bad" climate in both schools? Can we make
the statement that a certain factor or combination of factors makes a
bad climate? How would we want to change the "bad" climate to make it
better? :

During this discussion, the Lcader might begin to make & list of suge
gestions that are offerred about what may cause a climate to be good or
bad and what possible ideas for change should be considered. This list
will be developed further during the fifth Scssion, so the Leader should
retain a copy of suggestions generated during this period. Beginning the
process of a value inquiry at the close of this Session will familiarize
the participantu with the sequenco of activities for the fifth and final
noas;on of tao Simulation part of this progranm,
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Sequence_of Events--Session \

Revicw of List of
Good and Bad Climate Factors
Generataed in Session IV

Tepe~~"Value Issues Regarding
A Bullding's Climate,
end Moving Toward Action®

) Discussion of
What Wwe Consider to Be-
A Good or Bsd Climate

Sub-Groups of Consultants
, to Schools A and 8
Generating Acticn Altemativas

-~ -

Sharing end Discussicn
of Action Alternatives

- ' PY¥R

ke




Scagion V _Go.

Oojective:

Tnis session will provide participants with the opportunity ‘o
clarify theixr values towvard varioua aspecta of & cchool climate, and
{o generate o varicty of alternatives for lwproving climate which uight
e recormended to Schools A and B,

Materials Needed: Source:!
1. List of good end bad climate Provided by Leador.

factors and ection alternatives gone
crated during Session IV,

2. Toped discussion by 'panel of . Provided with package.
experts' on generating value quess

tions and action alternatives for

two schools.

3. Tape recordex. ‘ Provided by Leader.
Tne Lecder nizht begin this session by reviewing with participants
the issue of determining what nakes a "good" or "pbad" climate in a school

building and rofocus their attention on Jhe liot of ideas auggested last
session, .

Taped Input of Value Issues

After participants have revieved the several questions they had
rafscd previously for a few ninutes, they will be able to listen to a
taped discussion centered around the same issues. This tape contains
anothex discussion by the saze panel of social scientists heard in Sese
sion IIXI, The issue of evaluating a dbuilding climate as good or bad
and possibly nceding to be changed, and the generation of action altere
natives are the two thezmes of this discussion., Participants should be
thinking about how this discussion will facilitate their own developzent
of ideas tor changing & school olimate., The text of the tapo appears
on thiu page.

Trarseription of Tape

NARRATOR! We are going to ask our panel of experts, now, to help
us think about some of the value issues regarding school climates--what
is good; what is bad? What do we prefer? Once preferred alternatives
are fdentified, thon soze of the strategies for action can de exanined.

DR LIPPITt It ceems izportant to me that we make ¢lear Just what
alnd o Atsukpiions Wo'su wdldiy Wuva wWe &5/ ond ochool 48 a bottox schood
LLaL AnOMLel 660k, v L -
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DR, OX: It's pretty casy to ascume that the A achool is a good
school. Yet some 01 the data aren't that clear. In fact, in some respects
the A school doesn't seea 80 good.

DR. GIRAULT: Oac assw:iption on which we mignt be operating.is that
the goodness of a school climate ig cquated with the satisfaction of tcachora.

DR. LIPPITT: That's right. That's the thing that amazed rie soxo
years ago in Herbert Thelan's Study at the University of Chicego. There
was really no relationship between how contented or happy the teachers
were and how nuch education ihe children were getting; you couldn't
say it was a good school in terms of what it was doing for children Just
because the teachers were happy.

DR. GIRAULT: So if the criterion for a good school is learning by
thoe students, then the happiness of the tecachers ien't necessarily the
significant factoxr.

DR. FOX: Yes, a happy ochool could be a lazy school.

DR. LIPPIT?: It could be, yes. Everybody could sort of be in collusion
to roeward cach other for not doing too much for taking it easy.

DR, FOX: In the same way & principal who is not forceful, who doesn't
interpose his ideas occasionally, may not be exercising very much leader-
ship.

DR. LIPPIT?: I suppose, too, there are differences in the styles
of living of different faculties. What sounds like houstility and agressive-
ness in the faculty meeting in one school night be a level of openness
to coniront cach other, while in another school it may really be hostila,
eggressive, coupetitive behavior, -

DR, FOX: The point of difference may be a basic value of support for
ecach other. One can cxpress support and trust by being critical, Criticiem,
in that kind of coatext, can be helpful, whereas if you don't have the
trust, a critical expression may seea to be a negative one.

DR. LIPPITTY: So prodbadbly data froa a school building showing that
teachers feel ithey are supported by their administrator may also indicate
that the system subscribes to supporting the development of the values
of trust and openness of comaunication.

DR, FOXt I would think another velue we could agree upon would de
that sone perception by the teacheras that they have influence is charactere
fistic of a good climate.

* DR, OTAULT: T4 scens “o ma that a clizate conducive to the growth
of A% Viuu AL A unila Anvdivad Lo fhat L0NooN ccizmanity would te a good
CRAZAS e SCietikie wwas pouwtusdniuciag elinato way dnvolve controversy.
Lv migiv A0CANUGY G0 LI aLd04 & caavadisa and anger.
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DR. LIPPITY: Pushing for standards of improved competcnce,

DR. GIRAULT: Yes. It might include a good many of the pains that
. come along with efforts to change. But a good ¢climate would include
the acceptance of each meaber as a contridbuting member.

DR. LIPPITT: Maybe we're talking, however, about two different
kinds of acceptance. Maybe the kind of climate in which everybody accepts
“everybody elsa in sort of a laissez-faire way isn't such a good onc.
You do your thing and I'll do mine, and we won't bother cach other,
We'll tolerate cach other and accept cach other, rather than caring
enough about the Job of educating children so that we will really expect
each other to be doing & good Jjob and working hard at it. Maybe there's
a difference there in what we support each other for.

DR, GIRAULT: Certainly tho idea that holding positive expectations
for others in a supporting kind of relationship is an important idea.

DR. LIPPITT: Because we do nced stimulation rather than just tol-
er&nceo )

DR, FOX: One other value issue has to do with what kinds of inter-
personal interactions are important, Does & good climate require oppore
tunities for staff to interact at the personal level, gaining satisfactions
out of knowing cach other as people and dealing with cach other socially
in other ways than in just the strictly professional sense? Or does a
good professional climate have to do primarily with teaching and learning
and "professional" matters?

DR. LIPPI?T: Isn't one of the evidences of a good school climate
. the evidence that various members of the staff can have different values
about sowe of these things and be accepted as active, appropriate members
of that faculty?

DR. GIRAULT! You mean a faculty group could actually hold within
it different value postures toward the climate of the school?

DR, LIPPITT! About what 58 a good school.
DR, FOX: And be actively confronting each other's values.

'DR. OIRAULT: So then the hoped-for product of a dialogue among '
the faculty about values would not be consensus on values necessarily.

DR, LIPPITY: It might be an active dialogue where people are free
to try to influence each other and to listen to each other.

DR. OIRAUL®t Lot's look at iho question of identifying vhat 4s a
rood ellirda, A% aeens 49 2 thad 4 feheol cculdy could well spend sose
Lime Srying to ddcaVify why a2 answor to Lhdes quastica La important to
Lhea, vy 448% o Lapostanto 0 thaa Lo clarify for thoasoives what a
aord elie%a dae  Ts 4% Lodause I want Lo wWori dn o ¢climate that's coae
Lot vaa Juv o 67 G La &4 bedeuae L waild Lo help dovolop a olivato that's

1 .« Y . . o
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conducing to the most grovth and learning for the students and myself
and otherss Or is it because I, as the principal, want to kecp the turn-
over on ny staff ot o minfwum? It scems to me the identification of why
& good climate 1s important could be helpful.

DR. LIPPITT: I think, now, it would be good to change our focus
of attention to a different kind of problem or & set of problems. One
of the things that naturally flows from thinking about what kind of a
school climate we have and what might be better, is to try to sct some
change goals. I think it's important when a faculty is thinking about
sone of the possible alternatives for change for them to avoid being
evaluative too fast. It helps Just to get out all the possible ideas
they can create and resist censoring the first ideas that come out, or
agreeing that these first ideas are great and Just what we want! It's
better to stay open until all the possibilitics have been exhausted and
then sit back and say, "Now, let's think ebout. some of the rcasons for pre=
ferring one way of getting toward a goal as compared to another,"

DR. FOX: Once you get this large 1ist of action alternavives, what
if all of then are on the positive side? I suppose then the question
is, what are the priorities? What's the most important?. Such weighing
of prioritics can be more ecasily done if you've got the range of alterna-
tives to weigh end sort out, than if you have to make that decision about
one single idea that has come up.

DR. GIRAULT: What are some guidelines that a group might use in
deciding which alternatives are most important?

DR. LIPPITT: Secms to ne that we are tempted to think first sbout
feasibility qQuestions. Do we have the budget for it? Or would it be
casy to do., Or could wo do it fast? Maybe it's better to start by raige
ing questions about which of the alternatives scea to be in line with
what we know about the bvest education of children, or which of these
are in line with the best we know ahout principlea of human relations

in steff development, ‘

DR, FOX: 1I'm puzzling about the criterion of pain; whether the thing
that hurts the most ought to get the first action. I'm not sure whether
that's a good criterion or not. It's obviously one that's used. Let's
say in the role playa i: was lack of influence over the agenda that was
paining soze teachers the most, Should they go to work on developing
a mechanism for increasing their influence on decision-making? That may
not bo the most important problem to work on in the long run. But that's
wheye the hurt is now, The texptation is to start therel

DR. LIPPIT?: It may be that if there 18 soszething that's a confronte
ing, poialul nyspton right now wo suoula hay atiension to 14, Mayde if
¥2 doa't, thera will bo 80 rueh cnergy ticd wp in concera about that pain
Liaad there won't ba tuch readinida to ool &b whatenightebeesorc-fiaportante
fasthigelorgerun, kinde of olfocie. 4 ' . way of {ninking about 1%,

LR TSN N . 0 . L]
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periiaps, is what kind of change if we brought it atoubt would likely re-
sult in a lot of other important changes as a result? I guess one

of the things that's always a concern for me in thinking about Just
starting with what's most painful now, is that there's such pressure to
Just get awvay from the pain that there may not be a very clear direction
or goul for changes. It's Just to get eway from, rather than to go '
toward. We need first to rake value judgements about what are .the most
important goals toward which we're aining.

DR, FOX: A good example i3 the faculty that feels they have very
little influence because of a domincering prineipal. The pain causes
then to take the kind of action that rcduces the principal's influence
by organizing, through a union, to teke authority into their own hands.
While that may reduce the immediate pain of beirg under the principal's

.influence, it may not result in the long run in an educationally sound
progran because the principal's resources are cut out of the interaction
fron then on. .

DR. LIPPITT: Yes, that's a good example.

DR, FOX: Lei's try to surmarize. Wnat are some of the value issues
we've identiMed that a staff right need to look at in deciding what is
a good 6cliool climate for them?

DR. LIPPIT?: Well, we wondered about teacher happiness as a valid
eriterion. We suggested the value of trust and mutual support for each
other, and the idea that a good climate may make it possible for teachers
to hold a variety of value positions.,

DR. GIRAULT: We've sugpested the possibility that tecachers sce theme
selves as influential in a good climate. We wondered whether teachers
valued the opportunity for supportive all-around social relationships or
a strictly "proﬁcssional" relationship. :

DR. s0X: Then we tried to look at some o the ways in which a staff
night move toward action in implementing some of their valued climate
goals. We called attention to the importance of getting out a wide variety
of alternatives boforo trying to sclect one for action.

DR. LIPPr" And we suggested that looking at feasidility, first,
night not be productive, nor would responding to the symptoa giving the
poat pain, Longer range, nore sudbstantive odbjectives might be more ‘
satisfying 1n tha lons run. i
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Continuation of Discussion adbout Values

Participants should now return to their list of what deserides a
"good" or "bad" clirmate. Xeeping in mind what they have Just neard on
tape, they can begin to think avoubt desceribving a desireble climate,
evaluating factors that cause problems, and deternine what things thoy
might wani to change in a school that would improve its climate.

Sub-proups--Cenerating Action Alternatives

The Leader night introduce the following activity by saying to particie-
pants: "We have now looked at various aspects of climate in School A :
ond School B. We have scen some of these climate factors compared with
those in other buildings. We have considered wnat nmight cause the climate
to be as it is in both buildings, and have made some decisions about o
what is 2 "good" or "bad" clinmate. Now let us asswae we are consultonts
to Schosl A and School B who are about to make recommendations to these
‘two schools on what they ridght change to iwprove their professional
climate. We would want to determine what alternatives for action there
ar¢ that would bring about the most positive changes in either of thege
two schools,"

It is suggested that the Leader divide the group into several comaittees

or sub-groups, ecach to come up with their own recomendations to School

A and School B which they will share with the total group at the close

of the activity. Possibly the saie groups who worked together during the
data search might work together again on tnis issue. While making the

gearch for datn, each of these sub-groups approached the data with one
particular aspect of climate in mind. This same approach might be use-

ful when thinking about what neads to be changed in School A and School B,

The Leader might ask cach group to coue up with one or several recomaens
dations to these schools which may include gathering further data $f not
enough information was felt to have been availadble in the Data Bank, forme
ing comittees to work on prodbleas, ‘asking for outside consultant work,
etc., along with identifying for these two schools what areas of climate
they as consultants feel need changing. When the several comadttees
have generated their lists of alternatives, they will be ready for share
ing their 1deas with the total group.

Sharine and Discussion of Action Alternatives

. This will be a brief period to allow for activitics they night en-

. counter during the prodvlez-solving phase. Partieipants would go through

& series of ovents that would heln thea Ldentify a prodblea in their owa
school, and vhrough tho use of & diagnosiio t00la kit and other exporiences

S ¥
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and naterials provided, learn how to gather data and recomzend changes
for their own climate.

Cormwletion of Evaluation Forna

The Leader might ask participants to £ill out the following questions
and return them before the end of this session., This will not only enabvle
the Leader to assess rcactions to the total experience in the Simulation
and Data Bank phase, but to also get some idea of what the attitudes
are for continuing with the Problem-Solvingz phase, each sub-group to
report its decision and enadle the whole group to discuss the various
alternatives recozmended.

Surmmary and Evaluetion

This brings us to the close of the last session for the Simuwlation
and Data Bank phase of this program. The Leader might now open up a
discussion for participants' reactions to their experience during the past
5 sessions and begin then thinking about the possibilities for continu-
ing with Part II, the Problez-Solving phase. Soze possible issues to
raise during this discussion would be what participants feel they have
gained from this experience, how what they have discovered could relate
to their working on probleas in their own school, and what is their
readiness to continue with the problem-solving phase of this program.

The Leader might refer to the Figure III on page 8 in the Intro-
duction to this manual to acquaint participants with the flow.
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Evaluation Questions

Please circle the digit that applies to y0u.'

1. | have found this expericace during Sessions |-V very useful and

rewarding.
1 2 3 ! 5
Quite true I am in ; Not true

between at all

2. Yo what extent were you confused ‘or in doubt about the goals of the

program in which you have participated?

] 2 3 T4 5

Very confused . Somewhat Not confused -

confused at all

3. Are you interested in continulng with the problem=solving phase of

this program?
Circle one; Yes No )

h: Do you have any ideas about what areas of climate you might like to

work on In your own ;chool? {f $0, what are ghoy?

5 MY conments, .

~~~~~




